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Educational Environment in Early Childhood Education in Estonia and Finland IV
Saatteeksi
Tallinnan yliopiston ja Helsingin yliopiston varhaiskasvatuksen ja alkuopetuk-
sen tutkijoiden, opettajien ja opiskelijoiden välinen yhteistyö on jatkunut jo 
kaksikymmentä vuotta. Kanssakäyminen on näinä vuosina vakiintunut, vank-
istunut ja monipuolistunut. Erityisen ilahduttavaa on ollut, että viimeisinä vu-
osina yhteistyöhön ovat aktiivisesti osallistuneet myös kummankin yliopiston 
tohtoriopiskelijat. Näin on saatu alulle sellainen nuorten tutkijoiden verkosto, 
jonka piiristä mitä ilmeisimmin syntyy ainakin osa siitä tiedeyhteisöstä, joka 
tulevaisuudessa vastaa Tallinnan ja Helsingin yliopistojen varhaiskasvatuksen 
ja alkuopetuksen tutkimuksen ja opetuksen yhteistyöstä.
Tämä teos on jo neljäs sarjassa, jossa on julkaistu artikkeleja teemanaan 
”Lapsen kasvuympäristö Virossa ja Suomessa”. Sarjan ensimmäisten julkai-
sujen sisällön pääosan muodostivat esitelmät, joissa kummankin yliopiston 
tutkijat olivat naapuriyliopistoonsa tekemänsä vierailun yhteydessä esitelleet 
omia tutkimusaktiviteettejaan. Julkaisusarjan kolmannessa niteessä nuorten 
tutkijoiden esitykset saivat näkyvän osan. 
Käsillä olevassa teoksessa on palattu sarjan syntyvaiheiden formaattiin. 
Huomattava osa artikkeleista on jälleen varttuneiden tutkijoiden kirjoituksia. 
Vaikka artikkeleita ei ole pyydetty tai koostettu minkään yksittäisen teeman 
tai tapahtuman pohjalta, on edellä mainitulla seikalla kuitenkin sellainen ilah-
duttava, joskin sattumanvarainen, yhteys Tallinnan ja Helsingin yliopistojen 
varhaiskasvatuksen ja alkuopetuksen tutkijoiden yhteistyöhön, että varsin pian 
tämän teoksen julkitulon jälkeen professori Leida Talts Tallinnasta ja allekir-
joittanut siirtyvät eläkkeelle. Näin artikkelikokoelma voidaan myös nähdä 
ikään kuin eräiden, pitkään Tallinnan ja Helsingin yliopistojen yhteistyössä 
mukana olleiden tervehdyksenä eläkkeelle siirtyville kollegoilleen.
Helsingissä joulukuussa 2009
Juhani Hytönen
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Työyhteisön kehittäminen erilaisten
prosessien karusellissa
Tuulikki Venninen
Tiivistelmä
Artikkeli pohjautuu väitöstutkimukseeni (”Olen enemmän alkanut pohtimaan ja sanomaan 
ääneen mitä ajattelen” – ammatillinen kehittyminen ja yhteisöllinen palaute päiväkodin työ-
tiimeissä), jossa selvitettiin yhteisöllisen palautteen jakamisen harjoitteluprosessia sekä itse 
palautteen mahdollisuuksia ammatillisen kehittymisen tukemisessa päiväkotityöyhteisössä. 
Koko työyhteisöä (N = 21) koskeva toimintatutkimus toteutettiin kolmea kehityssykliä hyö-
dyntäen vuosina 2003–2004. Tutkimuksessa käytettiin sekä kvalitatiivisia että kvantitatiivisia 
menetelmiä. Aineistoa hankittiin kyselyiden, haastattelujen, oppimispäiväkirjojen, kirjallisten 
kuvausten ja kuukausittaisten arviointien avulla. Keskityn kirjoituksessani erityisesti kehittä-
mishankkeen aikana ilmenneisiin erilaisiin prosesseihin.
Karusellin kontekstilla on merkitystä
Tämän toimintatutkimuksen kontekstina oli suuri päiväkoti. Sen koko hen-
kilökunta sitoutui kehittämään keskinäistä palautteen jakamistaan. Johtaja 
osallistui kehittämiseen tasavertaisena muiden kanssa. Se, missä kontekstissa 
toimintatutkimus toteutetaan, luo syntyvien prosessien muotoutumiselle erilai-
set lähtökohdat. Kontekstuaalisuuden merkitys toiminatatutkimuksen toteut-
tamisessa osoittautui tässäkin tutkimuksessa erityisen suureksi. Se tuli esille 
erilaisina työympäristöstä johtuvina ilmiöinä, henkilöstöön joko yksittäisinä 
henkilöominaisuuksina tai vuorovaikutukseen liittyvinä ilmiöinä sekä itse sub-
stanssiosaamisen ominaisuuksina. Työympäristöön liittyvinä ominaisuuksina 
mainittakoon suuri vastuu lapsista ja toiminnan hektisyys. Vuorovaikutukseen 
liittyvä kontekstuaalinen ilmiö oli työntekijöiden kohtaamien vuorovaikutus-
suhteiden suuri määrä työtovereiden, lasten ja heidän vanhempiensa taholta. 
Substanssiosaamiseen liittyvinä ominaisuuksina mainittakoon perustehtävän 
hahmottuminen osin sellaisina ominaisuuksina, joihin ei ole olemassa yhtä oi-
keaa ratkaisua (esim. erilaiset kasvatustilanteet) sekä palautteen antamisen ja 
vastaanottamisen herättämät tunteet. (Venninen 2007, 179)
Kontekstin merkitystä on painotettu yleisesti viime vuosien aikana tehdyis-
sä ammattitaidon kehittymistä koskevissa tutkimuksissa (Eteläpelto 1997, 97; 
Eteläpelto & Rasku-Puttonen 1999, 188). Rodd (2004) tuo esille, etteivät päi-
väkodit ole ominaisuuksiltaan kommunikaatioympäristöinä parhaimpia, sillä 
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samanaikainen toiminta hajaantuu eri tiloihin, jolloin myös aikuiset siirtyvät 
työskentelemään erillään. Lasten melu, toiminnan hektisyys ja erilaiset kes-
keytykset (esim. puhelimen soitto, lasten saapuminen päiväkotiin) asettavat 
kommunikoinnille suuria haasteita Päiväkodissa on vain harvoja hetkiä, jol-
loin koko henkilökunta voi kokoontua keskustelemaan yhdessä ilman vastuuta 
lapsista. Kokouksissa saatu informaatio perustuu usein edustajan kautta saa-
tuun toisen käden tietoon, joka lisää väärinymmärrysten riskiä. Työntekijöi-
den huomion on lisäksi oltava jatkuvasti lapsissa, jolloin on vaikea keskittyä 
hoitamaan asioita työtovereiden kanssa. Vuorovaikutusta koskevat vaikeudet 
tekevät ymmärrettäväksi, että konfl iktit muodostuvat väistämättömäksi osak-
si päiväkotityötä, joka koostuu suurimmaksi osaksi työskentelystä erilaisten 
ihmisten kanssa. Niiden käsittely ja ratkaisu muodostuvat tärkeiksi asioiksi. 
(Rodd 2004, 38, 49, 61─65.)
Toimintakulttuurit määrittävät karusellin kulkua
Kehittämiseen osallistuvien viiden tiimin toisistaan eroavat sisäiset toiminta-
kulttuurit antoivat pohjan palautteen harjoittelemiselle. Kulttuurit koostuvat 
säännöistä, näkemyksistä ja periaatteista. Säännöt kertovat, mikä on kiellet-
tyä ja sallittua, näkemykset sitä, mitä tiedämme sekä ymmärrämme ja peri-
aatteet mitä olemme tai haluaisimme olla. (Schein, 1987, 19–20; Swieringa & 
Wierdsma 1992, 9,13.) Työntekijät oppivat ammatillisen sosialisaation kautta 
kulttuurisen säännöstön. Se sisältää yhteisön jäsenten jakamaa arkitietoa siitä, 
mikä on sopivaa toimintaa eri tilanteissa. Kulttuurinen säännöstö ei tarjoa vain 
yhtä toimintatapaa, vaan erilaisten vaihtoehtojen kirjon, josta yksilöt viime kä-
dessä itse valitsevat. (Puroila 2002, 171.) 
Kulttuurisen säännöstön toimintaa muovaamaa työyhteisöä Wenger (1998) 
kutsuu käytäntöyhteisöksi (community of practice). Oppiminen nähdään sil-
loin sosiaalisen osallistumisen tapahtumana, jossa ihmiset osallistuvat aktii-
visesti yhteisöjensä käytäntöihin ja näin myös muodostavat identiteettiään 
suhteessa näihin yhteisöihin. (Wenger 1998, 4). Päiväkodissa tiimien voidaan 
katsoa muodostavan käytäntöyhteisöjä, joiden sisäisissä keskusteluissa muo-
dostuu yhteinen ymmärrys, joka sitouttaa sen jäseniä yhteiseen toimintaan ja 
luo halua oppia toisiltaan (Karila & Nummenmaa 2006, 44, 46). 
Yksi tutkimukseni ongelmista koski palautteen antamisen ja vastaanotta-
misen kehittymistä eri tiimeissä. Palautteen harjoittelu pohjautui tiimin jäsen-
ten jakamaan käsitykseen kollegoiden yhteisvastuusta toistensa ammatillisessa 
kehittämisessä. Kolmen tiimin toimintakulttuuria voi luonnehtia harjoittelulle 
ja oppimiselle suotuisaksi. Työskentelyssä näkyi tasa-arvo niin yksilöiden kuin 
ammattiryhmien puolesta. Vuorovaikutus ilmensi luottamusta ja avoimuutta. 
Ryhmän jäsenet saivat voimaa toisistaan ja uskaltautuivat ottamaan riskejäkin 
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esimerkiksi käsittelemällä vaikeita asioita. Kävi ilmi, että ryhmän suotuisasta 
kulttuurista huolimatta kehitys ei päässyt kunnolla käyntiin ennen kuin ryh-
män jäsenet tunsivat toisensa. Tuttuus vapautti energiaa uusien taitojen harjoit-
telulle. (Venninen 2007, 177.) Jauhiainen & Eskola (1994) tuovatkin esiin, että 
tiimin kehitysprosessin eli ryhmäytymisen aikana tiimi saavuttaa vaadittavan 
kiinteyden ja toimintakyvyn, jotta se voisi toimia tehokkaasti. Prosessit ovat 
yksilöllisiä, mutta kestävät yleensä melko kauan. (Jauhiainen & Eskola 1994, 
81, 91–93.) 
Kahden muun tiimin toimintakulttuuria voi luonnehtia harjoittelulle vä-
hemmän suotuisaksi. Toisessa tiimissä ryhmän konfl iktit sekä sen sisällä että 
johtajan kanssa haittasivat työskentelyä ja erilaiset vallankäytön muodot toivat 
jännitteitä toimintaan. Tiimin jäsenten voimat kuluivat perustehtävän ohella 
sen jännitteisestä arkipäivästä selviämiseen. Vaikutti siltä, että moniammatilli-
suus tämän tiimin kohdalla ennemminkin vaikeutti kuin hyödytti tilannetta. Se 
toi henkilöiden välille eroavuuksia, joita ei tiimin vaikeasta tilanteesta johtuen 
kyetty hyödyntämään. Jatkuvat henkilövaihdokset haittasivat luottamuksen 
rakentumista.
Katzenbach ja Smith (1993, 185) tuovatkin esiin, että uudet jäsenet mer-
kitsevät kaksinaista haastetta: tiimin on otettava vastaan tuore näkökulma ja 
tulijan on ansaittava paikkansa tiimissä. Uuden jäsenen ongelma on monita-
hoinen. Hän on muiden jäsenten tapaan vastuussa tehdyistä päätöksistä, joten 
ellei tiimi anna hänelle liikkumavaraa kyseenalaistaa asioita ja jakaa riskejä, 
se rajaa uuden jäsenen mahdollisuuksia toimia täysivertaisena jäsenenä. (Kts. 
myös Nivala 2000, 28.) Päiväkodeille on naisvaltaisena alana ominaista hen-
kilöstön vaihtuvuus, jolloin ryhmien muotoutuminen usein keskeytyy tai häi-
riintyy. Osa henkilökunnasta on äitiyslomalla, vuorottelu- tai opintovapaalla 
ja heidän sijallaan työskentelee henkilöitä, jotka ovat etsimässä itselleen va-
kinaista työsuhdetta. Tässäkin toimintatutkimuksessa ensimmäisen ja toisen 
syklin välisenä kesänä kolmasosa työntekijöistä vaihtui.
Hierarkkisuus kahden työntekijän välillä oli leimaa antavaa toisen harjoit-
telussa heikommin etenevän tiimin palautekulttuurille. Kollegoiden välillä oli 
suuri ero ammatillisessa osaamisessa, joka muodostui selvästi vahvemmaksi 
toiselle henkilölle sekä koulutuksen että työkokemuksen kautta. Lisäksi am-
matillisesti vahvemmalla lastentarhanopettajalla oli asemavaltaa toimiessaan 
päiväkodin varajohtajana. Tilannetta vahvisti, että tiimiin kuului vain kaksi 
varsinaista jäsentä. Hierarkkisuudesta johtuen palautekulttuuri vinoutui siten, 
että toinen osapuolista toimi lähes yksinomaan palautteen antajana ja toinen 
sen vastaanottajana. Työntekijöiden suhde vaikutti mentorimaiselta. (Venninen 
2007, 177)
Palautekulttuurin edistävä tai heikentävä vaikutus ilmeni siis monin tavoin. 
Edistävänä se tuli esiin kollegoiden erilaisuuden tiedostamisena, arvostamisena 
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ja huomioimisena. Heikentävänä se tuli esiin esimerkiksi vierautena työnteki-
jöiden välillä, jännitteiden ilmenemisenä tai vastavuoroisuuden puutteena. Pa-
lautetaitojen kehittyminen osoittautui pysähtyvän tai hidastuvan voimakkaasti 
myös erilaisista sitä haittaavista muista kontekstuaalisista tekijöistä johtuen. 
Tällaisia olivat esimerkiksi työsuhteiden loppumisesta aiheutuva mielipaha, 
kiireajat ja ristiriidat. (Venninen 2007, 178.)
Pyrin selvittämään myös, millaiseksi palautteen jakamisen kehittäminen 
muodostui prosessina. Palautteen harjoittelun suhteen ensimmäistä, kevään 
kestävää sykliä hallitsi ”etsiminen” – uuteen asiaan otettiin kontaktia ja sillä 
opeteltiin operoimaan. Toista, syksyistä sykliä hallitsi nousujohteisuus ja ke-
hittyminen. Uudet työntekijät ”ajettiin sisään” ja asiaan paneuduttiin syvälli-
semmin. Kolmatta ja viimeistä sykliä hallitsi vakiintuminen. (Venninen 2007, 
179.)
Työntekijöiden kehittymistä palautteen antajina tarkasteltiin neljän amma-
tillisen tason kautta. Tasot olivat vasta-alkajan taso, perustaso, kypsyyden taso 
ja eksperttitaso. Tutkimuksen alussa enemmistö sekä tiimeistä että yksittäisistä 
henkilöistä sijoittui palautteen jakajina ja vastaanottajina ammatilliselle perus-
tasolle. Seuraavana syksynä, toisen syklin kuluessa, tiimien arviot sen jäsenten 
palautteen jakamisesta poikkesivat keskenään paljon ja vain yksi tiimeistä si-
joittui jatkuvasti ammatilliselle kypsyyden tasolle muiden liikkuessa perusta-
son ja kypsyyden tason välimaastossa. Kyseisen tiimin toimintakulttuuri ana-
lysoitiin harjoittelua voimakkaasti edistäväksi. Viimeisen kevään, eli kolman-
nen syklin aikana, sama tiimi sijoittui jatkuvasti ammatilliselle eksperttitasolle 
ja muut tiimit ammatilliselle kypsyyden tasolle. Yhteenvetona voidaan mainita 
koko työyhteisön siirtyneen tutkimuksen kuluessa palautteenantajana pääosin 
ammatilliselta perustasolta ammatilliselle kypsyyden tasolle. (Venninen 2007, 
178.)
Karuselli synnyttää pyörteitä
Pyrin seuraavaksi mallintamaan joitakin tutkimuksessa esiin tulleita kehittä-
misprosessin aikana havaittuja ilmiöitä. Aluksi mallinnan neljän kuvion avulla 
osaprosesseja, jotka yhdistän kokoavaan malliin kuvaamaan toimintatutki-
muksen prosessimaista, eri kokonaisuuksien toisiinsa vahvasti vaikuttavaa 
luonnetta. Tarkoituksena on kuvata, miten prosessin jossain osassa esiin tuleva 
asia vaikuttaa moneen muuhunkin asiaan. Toimintatutkija voi suunnitella jat-
kotoimenpiteitä osin sen mukaan, minkälaisia vihjeitä havaitsee ympäristöstä. 
Seuraavassa kuviossa (kuvio 1) on esimerkki siitä, miten hankkeeseen sitou-
tumattomuus vaikutti tutkimuksessa tehtyihin ratkaisuihin. (Venninen 2007, 
180.)
Työyhteisön kehittäminen erilaisten prosessien karusellissa 5
Kuvio 1. Kehittämishankkeeseen sitoutumattomuuden aiheuttamia toimintoja
Kehittämishankkeen alussa siihen sitoutuminen etsi vielä muotoaan. Henkilö-
kunnan huomion ”kaikki eivät ole hankkeeseen sitoutuneita” pohjalta ymmär-
sin, että olisi tärkeää käsitellä yhdessä jokaisen osallistujan hanketta kohtaan 
tuntemat pelot ja odotukset (ennakko-oletusten käsittelyn tärkeys). Tämän 
pohjalta päädyin toteuttamaan heti tutkimuksen aluksi ”skenaariotyöskente-
lyn”, jonka tuloksista muodostin kehittämishankkeelle ”yhteisen vision”. Sen 
toteutumista sovimme tarkastelevamme ensimmäisten kuukausien kokemus-
ten pohjalta. Näin pyrin rakentamaan osallistujille luottamusta siihen, että 
heidän kokemuksillaan on merkitystä tutkimuksen kehittämiselle. Varmistin 
myös, että jatkuva tulosten seuranta ja niiden kommentointi koskettaisi jokais-
ta. (Venninen 2007, 180–181.)
Skenaariokuvaukset yhdessä teoria-aineistoon tutustumisen kanssa auttoi-
vat itseäni ymmärtämään kontekstuaalisuuden ja siihen liittyvän toimintakult-
tuurin merkityksen itse kehittämiselle (kuvio 2). Sen pohjalta pyrin huomi-
oimaan työskentely-ympäristön erityisolemuksen ja lisäämään osallistujien 
ammatillista tietoisuutta esimerkiksi varhaiskasvatustyössä tarvittavaan osaami-
seen liittyvien koulutusiltojen avulla. Pyrin myös tukemaan yhteisöllisyyden voi-
mistumista koulutukseen sisältyvien yhteisten rentoutushetkien avulla. Hankkeen 
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edetessä tuli esiin tiimin kaksoisfunktio, joka ilmensi sen kahta tärkeää tehtävää: 
tiimin ammattiin liittyvästä työskentelystä huolehtimista ja tiimin kiinteydestä huo-
lehtimista. Jos jompikumpi toimi puutteellisesti, se vaikutti ryhmän kykyyn toimia 
tehokkaasti. (Venninen 2007, 181.)
Kuvio 2. Kontekstuaalisuuden merkityksen huomioiminen tiimin hyvän nykyhetken muo-
dostumisessa
Seuraavassa kuviossa (kuvio 3) kuvaan tiimissä ilmenevien jännitteiden syntymistä 
ja niiden vaikutuksia toimintaan. Henkilöiden erilaisuus esimerkiksi luonteenpiir-
teiden, toimintatapojen tai ilmaistujen käsitysten suhteen sai aikaan väärinymmär-
ryksiä, joita ei aina ehditty, osattu tai haluttu korjata. Tällaisia tilanteita syntyi eri 
tiimien, tiimien ja johtajan sekä tiimin jäsenten välille. (Venninen 2007, 181–182.)
Henkilöt reagoivat tunnetasolla hyvin persoona- ja kulttuurikohtaisesti ja il-
mensivät itseään myös käyttämällä vallankäytön erilaisia muotoja. Ne puolestaan 
kasvattivat ongelmaa laaja-alaisemmaksi. Kasvaessaan konfl ikti kosketti koko 
tiimiä. Se sai aikaan osittaista perustehtävästä syrjäytymistä, koska se kulut-
ti runsaasti energiaa, jota olisi tarvittu tiimin työn suorittamiseen. (Venninen 
2007, 182.)
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Kuvio 3. Henkilöiden erilaisuuden synnyttämien jännitteiden ilmeneminen tiimissä
Edellisen kuvauksen kaltaisten jännitteiden ilmeneminen osoittautui tutkimuk-
sen kuluessa olevan kehittämishankkeeseen kuuluvaa tapahtumaa. Konfl iktit 
ryhmän sisällä osoittautuivat kuitenkin energiaa vieviksi ja vähensivät sitoutu-
mista palautteen antamiseen. Tulosten perusteella vaikuttaa siltä, että tiimien 
ilmapiiriin ja henkilösuhteisiin liittyvät asiat korostuvat lähdettäessä yhteiseen 
kehittämishankkeeseen. Jännitteiden hallinta muodostuukin tämän tutkimuk-
sen mukaan erityisen olennaiseksi asiaksi, kun pyritään kehittämään toimintaa 
yhdessä. (Venninen 2007, 182–183.)
Seuraavassa kuviossa (kuvio 4) on kuvattu asioita, joiden merkitys osoit-
tautui korostuvan jännitteiden hallinnassa. Tavoitteiden asettamisella pyrittiin 
rajaamaan vallankäyttöä. Yhteistyö- ja vuorovaikutusosaamiseen liittyvien 
taitojen kehittämiseen pyrittiin koulutusten kautta. Niiden pyrkimyksenä oli 
vahvistaa ryhmän kykyä toimia yhdessä ja tarkastella siinä ilmenevää amma-
tillisuutta yksilöä laajemmassa perspektiivissä. (Venninen 2007, 183.)
8 Tuulikki Venninen
Kuvio 4. Henkilöristiriitojen aiheuttamien jännitteiden hallintaan tähtääviä toimintoja 
tiimissä
Seuraavasta kuviosta (kuvio 5) ilmenee, kuinka toimintatutkimuksen sisällä oli 
käynnissä samanaikaisesti monia erilaisia prosesseja, jotka nivoutuivat toisiin-
sa eri tavoin ja toimivat jatkuvassa vuorovaikutuksessa myös keskenään. Sama 
ilmiö saattoi olla osallisena useissa eri prosesseissa. (Venninen 2007, 183.)
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Kuvio 5. Toimintatutkimuksen kokonaisprosessin sisällä vaikuttavat osaprosessit
Koko kehittämishankkeen tarkoituksena ja lähtökohtana oli yhteinen pyrkimys 
samaa päämäärää kohti (yhteinen suunta). Yhteisenä kehittämishankkeen pää-
määränä oli oppia jakamaan työtovereille ammatillista palautetta ja sen avulla 
tukea heidän kehittymistään työssään. Hyvän päämäärän saavuttamiseksi tuli 
huolehtia siitä, että nykyhetki olisi sille suotuisa (hyvä nykyhetki). Tätä tuki 
tiimin jäsenten yhteinen innostunut paneutuminen toiminnan kehittämiseen. 
Nykyhetkessä ilmeni jännitteitä (jännitteiden ilmeneminen), joiden hallinta 
(jännitteiden hallinta) muodostui yhteisen kehittämisen kannalta ratkaisevan 
tärkeäksi. (Venninen 2007, 184–185.)
Kokonaisprosessin erilaiset osat, mahdollisesti muutkin kuin kuviossa esi-
tetyt, painottuivat eri tilanteista ja tapahtumista johtuen eri tavoin. Esimerkiksi 
kehittämishankkeen alussa painottui yhteisen suunnan etsintä, mutta se vaikut-
ti myös koko prosessin ajan. Jännitteiden hallinta oli hyvä huomioida enna-
koivasti erilaisia ratkaisuja tehtäessä, mutta toimintana se painottui erityisesti, 
kun konfl ikteja ilmeni. (Venninen 2007, 185.)
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Uuden työntekijän tullessa tiimiin painottui yhteisen suunnan etsintä, sil-
lä kollega pyrittiin perehdyttämään vakiintuneisiin tiimikäytäntöihin. Samalla 
tavoiteltiin hyvää nykyhetkeä. Uuden jäsenen tulo aiheutti myös jännitteitä, 
joita pyrittiin hallitsemaan joko tietoisesti tai tiedostamatta. Tämä kävi ilmi 
useimmissa tiimeissä toisen syklin alussa, kun uudet työntekijät aloittivat työt. 
Kun tiimistä oli työntekijä lähdössä pois, sekä tiimillä että kyseisellä työnteki-
jällä oli oma suuntansa, jolloin yhteisen suunnan etsimistä ei tarvittu. Se herätti 
kuitenkin jännitteitä työntekijöiden välille ja jos niitä ei kyetty hallitsemaan, 
ei hyvä nykyhetki voinut toteutua. Jos niihin osattiin oikealla tavalla paneutua, 
voitiin tilanne kokea yhdessä haikeana mutta antoisana yhteisen kokemuksen 
läpikäymisenä. (Venninen 2007, 185.)
Tässä tutkimuksessa toimintatutkimuksen kokonaisprosessi liikkui suu-
rimmaksi osaksi eteenpäin, mutta esimerkiksi ensimmäisen syklin päättyessä 
sen kulkusuunta hetkeksi vaihtui. Sen vauhti ei pysynyt samana, vaan vaihteli 
jatkuvasti eri tilanteista johtuen. (Venninen 2007, 185.)
Kuka ohjaa karusellia?
Toimintatutkimus määritellään tutkimukseksi, jossa osallistujat yhteisesti sosi-
aalisissa tilanteissa pyrkivät parantamaan omia käytäntöjään ja niitä koskevaa 
ymmärrystään. (Carr & Kemmis 1986, 162). Toimintatutkimuksen perustajana 
pidetään yleisesti viime vuosisadan alkupuolella vaikuttanutta Kurt Lewiniä. 
Hänen ajatuksensa toimintatutkimuksen mahdollisuuksista käytännön ja teori-
an yhteen liittämisessä sekä hänen pyrkimyksensä työntekijöiden demokraat-
tisten osallistumismahdollisuuksien puolestapuhujana ohjasivat ajatuksiani 
heti tutkimukseni alkumetreiltä. Toimintatutkimuksen historiaan ovat jääneet 
elämään myös Carr ja Kemmis. Heidän paneutumisensa toimintatutkimuksen 
etenemisen tarkasteluun syklisenä prosessina ja syklien välissä suoritettavina 
refl ektiivisinä arviona auttoivat itseäni hahmottamaan tutkimuksen kokonai-
suutta. Oman tutkimukseni avulla sain tuntumaa niihin prosesseihin, joita syk-
lien sisällä tapahtui.
Toimintatutkimusta perinteisesti esittävä spiraalimalli kuvaa toimintatutki-
muksen etenemistä erilaisesta, ajallisesta näkökulmasta ja pitää sisällään ku-
vaamani prosessuaalisuusmallin. Riippumatta prosessin etenemisestä tai taan-
tumisesta syklit alkavat ja päättyvät. Prosessin liikkeestä johtuen syklien vä-
lillä tehdään erilaisia arvioita siitä, mitä seuraavan syklin kuluessa tulisi tehdä. 
Yksikään henkilö ei jää prosessikarusellin kyydistä pois sen vaikuttamatta jo-
honkin prosessin osaan. Tärkeintä on kuitenkin pyrkiä huolehtimaan siitä, että 
niin sanottu kriittinen massa tietää, mihin suuntaan karusellia haluaa yhdessä 
ohjata.
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Establishing goals of national curriculum
in Estonia (based on writing)
Anne Uusen
Abstract
It is written in curriculum, that mother tongue (including writing) has a special place among 
other subjects. It is the goal and instrument of learning, the basis of all learning activities. 
Mother tongue is one of the most important tools of self-expression and self-expression can be 
done through speaking and writing. Composing text (oral or written) presumes skills of using 
language tools for gaining person’s own purposes. For getting things done in everyday life, 
person needs to be able to read, write, listen and speak. 
That students could use language instruments in their own texts for gaining purposes in 
everyday life, teacher must offer to students learning and language environment, witch makes 
this possible for them. To be able to do this, teacher must know:
opportunities for motivation of writing;• 
different nearer and further goals of writing;• 
different modes of language use (expressive, transactional and poetic language) and offer • 
to student’s opportunities for practicing all of these.
How are these goals of curriculum fulfi lled in practical school life in Estonia? Are there 
enough opportunities of writing different kind of texts for basic school students? Can basic 
school students demonstrate the same level of writing skills in different kind of texts? 
472 written texts of 1st stage and 268 texts of 2nd stage students were examined for getting 
answers to these questions. Students were asked to choose between two writing tasks: narra-
tive or persuasive writing. 
Analyses of written compositions showed, that:
1• st stage students demonstrated the same level of different components of writing skills 
(vocabulary, syntax, conventions, ideas) in both kind of texts;
results of authors of persuasive letters were signifi cantly lower as results of authors of • 
narratives among the students of 2nd stage of basic school. 
Research showed, that some goals of curriculum have not fulfi lled and therefore they must 
be overlooked.
Keywords: writing; writing skills; evaluation of text; composition; written text; narrative; per-
suasive letter 
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Introduction
It is written in curriculum, that mother tongue (including writing) has a special 
place among other subjects. It is the goal and instrument of learning, the basis 
of all learning activities. Mother tongue is one of the most important tools of 
self-expression and self-expression can be done through speaking and writing 
by producing text. 
Often the teacher has not declared his or herself what is writing and what 
is actually meant by teaching writing. If one talks about not knowing how to 
write, then usually the fi rst impression is that one cannot spell. Spelling is actu-
ally only a part of knowing how to write. Creating text is a complex process, 
which involves paying attention to numerous factors: handwriting, choice of 
words, sentence fl uency, and message. One should not think of orthographic 
and language rules so much. 
Composing text (oral or written) presumes skills of using language tools 
for gaining person’s own purposes. For getting things done in everyday life, 
person needs to be able to read, write, listen and speak. That students could 
use language instruments in their own texts for gaining purposes in everyday 
life, teacher must offer to students learning and language environment, witch 
makes this possible for them. To be able to do this, teacher must know:
opportunities for motivation•  of writing;
different nearer and further goals of writing;• 
different modes of language use (expressive, transactional and poet-• 
ic language) and offer to student’s opportunities for practicing all of 
these.
How are these goals of curriculum fulfi lled in practical school life in Esto-
nia? Are there enough opportunities of writing different kind of texts for basic 
school students? Can basic school students demonstrate the same level of writ-
ing skills in different kind of texts? 
Answers for these questions were got from the writings of the 1st and 2nd 
level students of middle-school.
The essence of writing
Different authors in various ways have defi ned writing. Although the author’s 
wording may be different, they all share a common idea—the idea of writing 
is to forward a message or a meaning to the reader (in writing). It is important 
for the reader to understand what has been written (Buss, Karnowski 2000; In-
drisano, Squire 2000; Parker 1997: 55–57; Templeton 1997; Wilkinson 1999: 
3).
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The components of writing 
Contents     Form 
(composition)    (secretarial aspect) 
 
thoughts, ideas              handwriting 
the purpose of writing   spelling 
vocabulary    syntax 
build-up, clarity 
taking the reader into consideration 
Graph 1. The components of writing
Writing, in short, is a complex process of creating text. It contains multiple 
components (see Graph 1). In general, and when simplifi ed, one must bare in 
mind that there is composition (contents, its development and forming) and 
there is transcription (in linguistics transcription means to make a copy of what 
has been said in writing, using phonetic symbols), the latter being more con-
nected the secretarial aspect. Punctuation is an important part of both, as it 
is connected with syntax (grammar) and semantics (meaning) (Allan, Miller 
2000; Riley, Reedy 2000). Contents also affect the author’s choice of genre 
and form. The writer must decide how to organize and express the contents 
(Templeton 1997: 146). While writing, one must bare in mind various aspects: 
spelling, phonetic analysis, punctuation, choice of words/vocabulary, syntax, 
the purpose of writing, build-up, clarity, rhythm, reaction of the reader etc. 
To sum up—the skill of writing combines all the mentioned components. The 
contents and form of the piece are directly connected with the purpose and the 
meaning—the function of writing.
The functions of writing
Nowadays a key function of writing is the ability to understand and use the 
forms of writing that are required by the society and valued by the individual. 
Therefore it is important that a person manages in different communication 
situations, and is able to take part in all activities where writing is needed. 
In other words it is important for a person to obtain functional writing (Hiie 
1995).
The writing language has many functions. Its purpose can be entertain-
ment, guidance, informing, reminding, convincing, warning etc. Or it can be a 
combination of multiple functions (Templeton 1997: 144):
expressive writing/function, where the stress is on the need to express 1. 
oneself (a diary, personal letters, autobiography etc);
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transactional writing/function, where the stress is on understanding, 2. 
comprehending, informing (advice, manuals, convincing letters etc). 
Texts to coop with everyday life. 
artistic writing/poetic function, where the stress is on the feelings and 3. 
ideas of the writer (fi ctional stories) (Allan & Miller 2001 174–176; 
Bright 1995: 10–11; Riley & Reedy 2000: 6).
The genre of the text is connected with the function, the purpose and the target 
group. As there are many purposes of writing, it is almost impossible to make a 
list of all possible types of texts. As it is required to introduce different texts to 
students and to encourage them to write, some sort of classifi cation is needed.
Hans Aebli is convinced that texts can be classifi ed by how they affect the 
reader (Aebli 1992). Different purposes of affecting require different texts and 
that must be taken into account in schools as well. It would be useful to let 
students write about the same thing taking different target groups and purposes 
into account. 
The actual need of writing should be taken into account, when giving the 
assignment (Gilbert 1989: 28–31). For example there is always a practical as-
pect when writing announcements, messages, advertisements, explanations 
etc. A piece of writing can also be written for personal needs and be disposed 
of later on. 
For every story in the reading-book one can think up some true to life, situ-
ational or a more creative writing assignment, which can be executed taking 
into account different target groups. Some examples: write an announcement 
or a message by a character in the story to another; make an advertisement, a 
shout-out, an announcement, a letter of praise, an explanation etc for a problem 
in the story; make an instruction, a recipe, a manual, a shopping list etc. 
About teaching how to write
The purpose of writing in school is to raise a child into an individual, who 
dares to express one’s thoughts in writing and who manages with everyday 
writing. Children consider writing harder than reading and the interest towards 
writing diminishes in the early years of school (Kear and others 2000). In order 
to preserve the interest towards writing, there have to be ways of putting it into 
practice (Hennings 2000: 322; Brügelman 1990; Kullberg 1991).
Writing-assignments have to be true to life: letters, reminders, notes, birth-
day invitations, fairy-tales, poems, instructions, advertisements, recipes etc. 
The sort that people write in everyday life. 
The writing in schools should not hold form more important than ideas 
(form grows out of ideas) and should not take away the joy of creation. It 
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should give time to generate ideas and opportunities to talk about them and to 
work with texts (Hennings 2000: 321–322).
The program of teaching writing in the 1st and 2nd level of middle-school 
consists of two main sections. The fi rst and the more important one are con-
tents and ideas. The second one is the process of writing, which is needed to 
communicate with the contents. (Sarmavuori 1993; Donoghue 1991; Linna-
kylä, Mattinen, Olkinuora 1989).
Children must be encouraged, not forced, to share their writings with oth-
ers. As writing is communication, the works should be read to the others or 
hung up for everyone to see them. They can be shared with a deskmate, other 
classes, parents etc. Children themselves can choose themselves, how their 
writings are published (in more detail: Uusen 1995: 6–7 and Uusen 1997: 
18–19).
Grading writing
The main purpose of grading writing in school is getting information. In more 
detail—getting information about what the student knows or can do or what he 
does not know and cannot do. And on the basis of that the teacher can coordi-
nate and organize his or her work better (Harris, Hodges 1995: 12; Dahl & Far-
nan 2000: 112). That information is also forwarded to the students to let them 
know of their progress (Trice 2000; Montgomery 2001). Good grading can 
have nothing to do with grades and a good grader focuses more on the things 
that are right, not on the things that are wrong (Burkhardt 2002: 253–254). 
At fi rst it must specify, which information about writing skills is needed: 
about the outcome/text, writing process or social context (Myers 1985: 9). As 
I was more interested in skills that are visible in text, then I will describe text 
assessment in detail later on. 
There are many ways of assessing the student’s texts. In general one can 
differentiate direct and indirect assessment (Dahl & Farnan 2000: 111). For 
indirect assessment there are various tests, which are easy to compose, conduct 
and assess with a certain number, but which mostly assess transcriptional skills 
of the writer. These kinds of tests show the writer’s knowledge of spelling, 
grammar and sentence structure, and in addition to that vocabulary, but not 
creating text as complex skill (Writing Assessment: A Position Statement). In 
other words, indirect assessment measures different components of writing. 
Direct assessment assesses the text and gives information about what should 
be improved on and what should be focused on. Often three ways of direct as-
sessment are used: main characteristics, holistic and analytical assessment. 
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Different ways of assessment 
INDIRECT 
test 
DIRECT 
text 
Main characteristics 
(one certain aspect is 
assessed) 
Holistic 
(the general 
impression is 
assessed)  
Analytical 
(various 
components of 
effective writing 
are assessed) 
Graph 2. Different ways of assessing writing
The fi rst kind of assessment is useful, when one wants to assess a certain aspect 
of writing. The teacher might want feedback whether the main goal is achieved 
or not.
Holistic assessment gives a general assessment and it means that the stu-
dent gets one certain grade. For each grade there is a description: what level 
should the outcome be on. The highest grade meaning the writing is excellent 
and the lowest grade meaning that it is of lower quality. Still, the one grade 
does not give the student any information concerning what was done well or 
what should be improved on (the research part of this thesis is assessed with 
one grade). Assessing with one grade is useful when it is needed to give an 
overall opinion of the student’s work. In planning the curriculum and assessing 
the skill of writing, giving just one grade is not very useful for the teacher and 
as well as the student.
Analytical assessment takes into consideration, as of opposed to holistic, 
several characteristics or components of effective writing. Of the three men-
tioned methods, analytical assessment gives a more thorough overview of the 
quality and the skill of writing. Analytical assessment has been used before, 
but it has become more and more popular since the beginning of 80’s, when 
teachers started to look for new, more thorough, methods of assessing writing 
(Six trait analytical writing assessment: scoring guide 1998). They hoped to 
fi nd a method that gives exact and reliable feedback to the teachers and to the 
students. The components that were to be assessed were picked after reading 
thousands of works (Moskal 2003).
Spandel and Stiggins (1997) offer 7 characteristics or traits of effective 
writing: ideas, organization, voice, word choice, sentence fl uency, conventions 
(contains spelling, punctuation, grammar) and presentation (Bellamy 2005; 
Chapman 1990; McMackin & Siegel 2002; Spandel & Culham 1993; Tierney 
& Marielle 2004). The analytical model gives the most objective information 
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about improving teaching and feedback, because all the components are evalu-
ated separately. For example a well built-up and organized piece of writing 
may get the maximum points for that component, but an average score for 
fl uency, because the sentences are primitive, occasionally not spelled correctly 
and the meaning is somewhat unclear (Mertler 2001). For all of the reasons 
mentioned earlier, all the writings in this thesis have been assessed analyti-
cally. Not all the elements of the method must be used, but three, four or fi ve 
depending on the purpose.
Research
The aim of the research was to fi nd out the following: 1) can the 1st and 2nd level 
students of middle school write stories and persuasive letters on the same level; 
2) are the fi gures of the skill of writing of 1st and 2nd level students of middle 
school equal. In the study of the skill of writing in Tallinn University (former 
Tallinn Pedagogical University) texts from 3rd and 6th level students were gath-
ered. Students were given the choice between two writing assignments: a story 
or a persuasive story. Different types of text were chosen, because students 
should be able to write various types of text on different purposes: fi ction or 
non-fi ction. Not all the students are the same by nature—some like to fanta-
size, others like to write stories based on certain facts, not invent characters 
and plot themselves. In that way students themselves thought that they could 
choose a more suitable writing assignment and additional information could 
be gathered based upon the choices the students made—what type of text is 
preferred more and is the level of writing equal. 
The writing process was similar to what the students were already used to. 
The students were allowed to make a scheme or a list etc. Write a draft, work 
on it, correct, edit and the fi nal piece of writing was taken into account—the 
clean copy. 
Different assignments in contents were given to the 3rd and the 6th grade. 
I got the ideas for the assignments from survey conducted in the United States 
of America to assess the level of writing of the local students. Students there 
wrote three types of (narrative, informative, convincing) text (NAEP Writing, 
Purpose for Writing 2001). A special brochure was made to help the students 
(NAEP Writing, Students Bochure on Planning and Reviewing Writing 2001); 
tips, advice and reminders were given to help them write a “good text”.
Text assessment
As the theoretical part showed it is possible to assess writing according to dif-
ferent criteria. I have chosen the analytical method (which was adapted to fi t 
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the needs of this thesis) and have assessed 4 characteristics: idea and content, 
vocabulary, sentence fl uency and conventions (spelling and punctuation).
With Viivi Maanso we fi gured that in order to assess the skill of writing one 
must bare in mind the following: a) word choice; b) sentence fl uency—proba-
bly the most important one; c) conventions, orthography, orthology; d) ideas
The choice is as it is because vocabulary, sentence fl uency etc. can be as-
sessed objectively. In addition to that I came to a conclusion that those aspects 
have been the most important ones so far, when evaluating skill of writing. 
They also play a big role in text quality. Evaluating the ideas and content of the 
story is a bit more complicated, because it is quite hard to assess that objec-
tively. It would be fair to evaluate ideas if a single person did that and therefore 
I evaluated all the 740 pieces of writing myself.
The sentence fl uency and vocabulary fi gure was a result of adding the 
number of words to the amount of verbs in the text and from that sum misused 
verbs were subtracted. That fi gure shows the difference in students’ vocabulary 
quite objectively.
The key fi gure in assessing sentence fl uency was the number of sentences, 
added the average length of a sentence. As more complex sentence structures 
show a more advanced grasp of reality, a more complex way of thinking and of 
course better sentence fl uency. The student gets an extra point for a compound-
sentence (including a contracted sentence and an abbreviated sentence) and for 
a sentence with direct speech. A sentence must be understood in a similar way 
and that helps to guarantee a correct syntax. In other cases a point is deducted 
if a sentence: 1) is not logical; 2) is incomplete; 3) has wording mistakes. 
When evaluating conventions a mistake is an orthographic error which can 
be: a) a phonetic orthography mistake; b) mistakes of compound word; c) a 
punctuation mistakes; d) a capital letter mistake; e) a mistake done when being 
careless. Although, the latter was not taken into account.
Several certain evaluating criteria were taken as a basis of assessment when 
assessing idea and content. 
A piece of writing (grade 5) has a clear idea, understandable to the reader 
and also interesting. The focus is on the main subject. The ideas are fresh and 
the reader gets the answers to his or her questions, because enough information 
is given. The plot can be unpredictable at times. The story has details, which 
enrich the main idea and the interest of the reader is kept alive until the end of 
the story. 
Grades for the idea and contents were given, taking into account the key 
features mentioned earlier.
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Results
Linear correlation fi gures (marked with “r”) were used to combine and com-
pare different assessment aspects of writing evaluation. When correlation 
strongness was found from average results of all data, then the critical value 
of correlation (marked with r critical) is 0,05. The critical value of the correlation 
fi gure of the 3rd grade students is 0.34 (25 elements) and the critical value of 
the correlation fi gure of the 6th grade is 0.50 (12 elements). The statistical im-
portantness of the average value was measured with the Student t-test (t-test: 
Two Sample Assuming Equal Variances; t-test: Two Sample Assuming Un-
equal Variances) (the statistical importantness of the average value is marked 
with “p”). The level of the importantness was 0.05 and is marked with α. To 
pick the right t-test formula, an F-test was (F-test Two Sample for Variances) 
conducted. 
Most of the students chose the narrative writing assignment, which is usu-
ally more common among students that age: both 3rd and 6th grade and both 
boys and girls. In the 3rd grade 378 students wrote the narrative and 94 (25%) 
wrote the convincing text. In the 6th grade the numbers were 227 and 41 (18%) 
accordingly. 
The common vocabulary index for girls was somewhat bigger than for boys, 
but statistically the only main difference in the use of vocabulary was in the 
convincing letters of the 3rd grade boys and girls (p = 0,018 < α = 0,05). There 
were no remarkable differences in the use of vocabulary when writing the nar-
rative assignment. It was interesting to fi nd out that the vocabulary index was 
bigger in the 6th grade when writing the narrative assignment and the same 
index was bigger in the 3rd grade when writing the convincing letter. Usually it 
is common knowledge that making up stories and writing them might be more 
suitable for a child (Riley & Reedy 2000; Buss & Karnowski 2000), but in this 
research I found out that it is the opposite—the students managed to use their 
vocabulary better when text was meant for a certain reader.
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Graph 3. The common vocabulary index (the number on the block) of 3rd and 6th 
grade boys (P) and girls (T) in narrative stories (1) and convincing letters (2)
It is easier for younger students to visualize a certain target person, whom 
to address a favor, than to create an abstract situation of what might happen. 
Therefore, there should be an opportunity for students to write different types 
of text. The younger the students the more true to life the writing assignments 
have to be. 
Certain differences occurred when evaluating sentence fl uency. As it was 
previously shown the fi gures for narrative stories and convincing letters were 
different. The fi gures for sentence fl uency 3rd and 6th grade students were 
equal for convincing letters (p = 0,37 > α = 0,05), but different for narrative 
stories (p = 0,001 < α = 0,05). 
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Graph 4. Points for sentence fl uency (number on the block) for boys and girls by class 
and by type of text 
The same tendency also occurred by sex. As the points for sentence fl uency in 
convincing letters for 3rd and 6th grade girls were equal and almost equal for 
boys, then with narrative stories, the numbers for girls (p = 0,0019) and boys (p 
= 0, 0004) were remarkably different. It is obvious that there has been no im-
provement in the second level. It would be logical to think that 6th grade stu-
dents would have better sentence fl uency than 3rd grade students when writing 
convincing letters. As the school must give the students more knowledge on 
how to coop with everyday life, more attention should given to writing texts 
that are necessary every day. 
When assessing the use of language, I analyzed punctuation and spelling 
in separate, taking the average number of mistakes per sentence or word as a 
basis.
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Graph 5. The average number of punctuation mistakes per sentence (vertical axis) by 
class, sex and type of text
On average the 3rd and 6th grade students made an equal number of mistakes 
per sentence in convincing letters (p = 0,28 > α = 0,05) and stories (p = 0,13 > 
α = 0,05). The fi gures were also equal when comparing 3rd and 6th grade boys 
(convincing p = 0,61; narrative p = 0,94) and girls (convincing p = 0,45; narra-
tive p = 0,05). As the probability of importantness of punctuation mistakes was 
almost equal to the importantness level, then one can say that it was the biggest 
difference concerning punctuation. 
The number of punctuation mistakes per sentence showed that it was not 
connected with the sex of the writer nor the type of text. Students of both levels 
made an almost equal number of mistakes in both narrative and convincing 
texts. 
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Graph 6. The average number of orthography mistakes (number on the block) of 3rd 
and 6th grade boys and girls by type of text.
The number of orthographic mistakes in narrative stories and convincing let-
ters was equal in general. In both types of text there were 0.04 mistakes per 
word on average. Although the results varied from grade to grade. The amount 
of spelling mistakes in convincing texts was the same for both levels of mid-
dle-school (p = 0,63 > α = 0,05), but in narrative stories the 3rd grade students 
had a lot more mistakes (p = 0,0005 < α = 0,05). This was probably due to the 
choice of words, because the younger students had to use words (nt loomaaias, 
direktor, loomade talitaja, unerohi, väljapääs etc.) that were diffi cult to spell. 
Taking a closer look at the spelling mistakes made by girls and boys, we see 
that 6th grade boys (p = 0,02 < α = 0,05) and girls (p = 0,002 < α = 0,05) made 
as many mistakes in convincing letters as 3rd grade students. That was a sur-
prise, because it is logical that 3rd grade students would have a hard time with 
more diffi cult words (veekeskus, lõbustuspark, tsirkus, tivoli etc.), but the 6th 
grade students should be more familiar with these by now. 
26 Anne Uusen
Graph 7 The average grades given for content (vertical axis) by age, sex and type of 
text 
The grades for content and ideas were quite similar.
Summary
The fi nal goal of teaching writing is to develop and individual who dares to 
express one’s thoughts and who manages with all the writing that is necessary 
in everyday life. To accomplish that, a student has to have a certain amount 
of possibilities to write different types of text in school. Studying handbooks, 
textbooks, visiting schools and relying on my experience I must say that teach-
ers tend to give narrative or discussion-like types of texts to write. Therefore 
I grew an interest towards the writing skills of the 1st and 2nd level middle 
school students and needed to compare the results of the texts written in narra-
tive and convincing manner. 
 I found out that the spelling and sentence fl uency of convincing texts 
was the same for both the 3rd and the 6th grade. Which means that the students 
had not learned anything new over the 3 years. At the same time the results of 
the narrative stories of the 6th grade students were remarkably better. 
Therefore, in the future more stress has to be put on making the writing 
assignments more versatile and more functional, so that the students would 
practice writing different types of text more.
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Vygotsky: A systemic approach
Jyrki Reunamo
Abstract
A systemic hierarchical feedback-model is formed, with infl uences acquired from Hacker’s 
action model. Learning is fundamentally a social process. The learning is at fi rst interpersonal 
at the zone of proximal development, culture mediated and gradually adapted into children’s 
actual development. A person works with these adapted (learned) tools and produces personal 
outcomes and acquires personal agency. Further on, this new content can be shared by others 
and processed further in shared agency. Eventually, this shared content can be processed again 
in the zone of proximal development.
The model gives implications for teaching also. As learning is a culturally mediated proc-
ess, the teacher needs to fi nd a shared, common understanding. Teachers need to know the 
level of children’s actual development to help children with their defi ciencies. Teachers need 
to acknowledge children’s personal aspirations and content, in order to help children to be-
come the agents of their life. Eventually, teachers and children work together producing new 
cultural content and ways to interact with others. All levels and phases of the model are an 
important part of the whole.
Keywords: Vygotsky, Agency, system analysis
Vygotsky: A systemic approach
The purpose of the article is to arrenge Vygotsky’s basic ideas into a dynamic 
systemic model. In systems theory, the models of static objects of reality are 
replaced by looking at systems as somewhat autonomic organizations, which 
are subsystems of higher systems (Bowler, 1981). Bronfenbrenner’s ecological 
systems theory is a well-known example of systemic model (Aldridge, Sex-
ton, Goldman, Booker, & Werner, 1997). According to Brandstädter (1984), 
in systems analysis for example hierarchy and comparison-change-feedback 
units are important. If a good hierarchical feedback-model can be created, it 
can tested empirically and the dynamics of development become easier to get 
a hold on. System analytic models describing human action and learning are 
often goal-oriented (cf. Nechensky, 2007). What makes Vygotsky interesting 
is that in his thinking the basic unit of action is the interaction that mediates 
cultural content. Van Geert (2000) suggests that Vygotsky’s ideas can be used 
as a basis for a self-organizational model describing developmental paths. The 
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purpose of the article is to arrenge Vygotsky’s central ideas into a hierarchic 
feedback model, which could be tested empirically or used as a pedagogical 
model for learning. 
This presentation is organized according totwo principles that are impor-
tant in Vygotsky’s work and put in consecutive order. First there is the contin-
uum from interpsychological to intrapsychological (Vygotsky 1962, Vygotsky 
1978). Secondly, there is the continuum from acting within the existing reality 
to creating the future and altering the present (Vygotsky 2004, pp. 7–8). First 
the continuums are studied shortly and then a fourfold table is made of the two 
continuums, resulting in four different functions phases of interaction.
Interpsychological vs. intrapsychological
Vygotsky (1978) describes the fi rst continuum from interpsychological to in-
trapsycholigical: An operation that initially represents an external activity is 
reconstructed and begins to occur internally … An interpersonal process is 
transformed into an intrapersonal one. Every function in the child’s cultural 
development appears twice. fi rst, on the social level, and later, on the indi-
vidual level; fi rst, between people (interpsychological), and then inside the 
child (intrapsychological). All the higher functions originate as actual relations 
between human individuals. Aspects of external or communicative speech as 
well as egocentric speech turn “inward” to become the basis of inner speech. 
(Vygotsky 1978, pp. 56–57.) Vygotsky describes the development of the lan-
guage functions starting between people and only after that inside the child. 
According to Vygotsky (2004), this applies also to imagination. “Everything 
the imagination creates is always based on elements taken from reality, from 
a person’s previous experience ... Imagination always builds using materials 
supplied by reality. It is true … that imagination may create more and more 
new levels of combination, combining fi rst the initial elements of reality (cat, 
chain, oak), then secondarily combining fantastic elements (mermaid, wood 
sprite), and so forth, and so on. But the ultimate elements, from which the most 
fantastic images, those that are most remote from reality, are constructed, these 
terminal elements will always be impressions made by the real world (Vygot-
sky 2004, pp. 13–14). The interpsychology vs. intrapsycholgy differences are 
condensed in Figure 1. The arrow points the direction of the relationship.
Vygotsky: A systemic approach 31
Intrapsychological Interpsychological 
1. Individual level  
2. The child begins to master his 
attention, freeing him to reconstruct 
perceptive field  
3. External stimuli can be used as an 
instrument for organizing the task  
4. The content of memory recollections is 
guided by the thinking process, e.g. 
logical relations  
5. The activity is turning inward, 
gradually becoming inner functions S 
6. cientific concepts organized into a 
system of generalized relations 
 
1. Social level  
2. The attention is guided by external 
stimuli  
3. External signs needed for thinking 
and language tools  
4. The content of thinking act is 
determined by concrete memory 
recollections  
5. The signs are presented or attached 
as external forms of activity  
6. Concrete spontaneous concepts 
have no distance from the 
immediate experience 
Figure 1. The interpsychological vs. intrapsychological activities (cf. Vygotsky 1978, 
pp. 31–57; Vygotsky, 1962, pp. 116–117; Reunamo & Nurmilaakso, 2007, p. 315)
Vygotsky (1978) describes: “The internalization of cultural forms of behav-
iour involves the reconstruction if psychological activity on the basis of sign 
operations. Psychological processes as they appear in animals actually cease 
to exist; they are incorporated into this system of behaviour and are culturally 
reconstituted and developed to form a new psychological entity. The use of 
external signs is also radically reconstructed. The developmental changes in 
sign operations are akin to those that occur in language. Aspects of external or 
communicative speech as well as egocentric speech turn inward to become the 
basis of inner speech.” (Vygotsky 1978, p. 57.)
Cultural products vs. cultural production
The other important continuum for Vygotsky is from using cultural products 
to producing culture. The idea of perception piercing through matter is already 
manifested in his early writings (fi rst published in English 1971) presenting 
Vygotsky’s works in the years1915 to 1922. Although not in very cohesive 
way but still clearly Vygotsky sees the central point of dialectic equilibrium as 
he describes the role of art in children’s lives: “The art is the supreme method 
for fi nding an equilibrium between man and his world, in the most critical and 
important stages if his life” (Vygotsky 1971, p. 259). It is important to see the 
difference between Vygotsky and Piaget. Piaget studies the equilibrium be-
tween accommodation and assimilation, processes embedded within the child 
(cf. Kitchener 1986, pp. 54–61). Already in the early 1920s Vygotsky looked 
at the equilibrium between inner and environmental changes. 
Even though Vygotsky was an early discoverer of the agentive role of chil-
dren’s thoughts and action, we must acknowledge, that he was not the fi rst one. 
The father of early childhood education, Friedrich Froebel, was infl uenced by 
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Hegel’s dialectic nature of evolution. As Curtis & Boultwood (1958) describe, 
Froebel saw the knowledge processes changing the environmental develop-
ment process itself. According to Froebel, life is an evolutionary process, and 
education enriches this evolution. Human beings can thus discover a more 
profound idea of their own evolution and, in such a manner; the idea can be-
come an evolutionary property in itself. (cf. Curtis & Boultwood 1958, pp. 
374–375.) 
Marx and Engels were infl uenced by Hegel’s dialectics too. Then again, 
Vygotsky’s study of human development was deeply infl uenced by Friedrich 
Engels, who stressed the critical role of labor and tools in transforming the 
relation between human beings and their environment (cf. John-Steiner and 
Souberman 1978, pp. 132). In his book “Thought and language” (1962, fi rst 
published posthumously 1934) Vygotsky is not anymore interested in the cul-
tural productive nature of communication. Rather, he concentrates on the inner 
workings of thought and language and also in the developmental history of 
language, not language as history producer. In the collection “Mind in society” 
(1979, edited from original writings in 1930s) the idea of culture production 
is included occasionally. Nevertheless, most clearly Vygotsky discusses the 
process of history production in his book “Imagination and Creativity in Child-
hood” (2004), originally published in 1930. The book was long obscured by 
later writings in west. It was fi rst translated in Italian in 1972 and in Swedish 
in 1998 (cf. Lindqvist 1998, p. 7). 
The later compiled more famous books omit the central idea of children’s 
agency. The reader starts to wonder the role of censorship in the later works, 
because it is hard to understand the sudden absence of a central idea deeply 
rooted in Vygotsky’s background. Nevertheless, in “Imagination and Creativ-
ity in Childhood” Vygotsky description is clear: “All human activity … that 
results not in the reproduction of previously experienced impression or ac-
tions but in the creation of new images or actions is an example of … crea-
tive or combinatorial behaviour. The brain is not only the organ that stores 
and retrieves our previous experience, it is also the organ that combines and 
creatively reworks elements of this past experience and uses them to gener-
ate new propositions and new behaviour. If human activity were limited to 
reproduction of the old, then the human being would be a creature oriented 
only to the past and would only be able to adapt to the future to the extent that 
it reproduced the past. It is precisely human creative activity that makes the 
human being a creature oriented toward the future, creating the future and thus 
altering his own present.” (Vygotsky 2004, p. 9.) In Figure 2 the central dif-
ferences between working with culture products and producing culture, which 
Vygotsky describes at length throughout the book, are described. The arrow 
shows the direction of the relationship.
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Creating new content 
1. Combinatorial or creative behavior 
2. Generating new propositions and new behavior 
3. Culture as the product of human imagination and creation 
4. Individual creativity combined to humanity  
5. Productive imagination  
6. Imagination becomes a way to broaden experience  
7. Imagination becomes reality, creating the future  
Culture products 
1. Activity is reproductive  
2. Activity is linked to memory  
3. Resurrecting traces of earlier impressions  
4. Following a specific model  
5. Something that already exists  
6. Facilitates the adaptation to the world  
7. Habits repeated under a particular set of conditions  
Figure 2. Activities with culture products and activity in producing culture (Vygotsky 
2004)
The agentive nature of children’s actions and views has been discussed at 
length in recent years (see Cooney & Selman, 1980; Reunamo, 1988; James 
& Prout, 1997, pp. 4–5; Solberg, 1997, pp. 126–127; and Corsaro, 1997; Re-
unamo, 2007b; Reunamo, 2007c). According to Mayall (2002), a social actor 
does something, perhaps something arising from a subjective wish. The term 
agent suggests a further dimension: negotiation with others, with the effect that 
the interaction makes a difference—to a relationship or to a decision, to the 
workings of a set of social assumptions or constraints. When children are seen 
as agents, they are seen as contributors to the social order (Mayall, 2002, 21, 
178). Even withdrawing children may fi nd their personal channels for impact-
ing others (Reunamo 2005). It is not only the matter what children can do, it 
is more how effectively they can apply their skills when needed (Reunamo & 
Nurmilaakso 2006).
As Galperin observes (cf. Arievitch and Haenen, 2005), the ability of look-
ing ahead (orientation) is a precondition to and even a prime aspect of learning. 
Bodrova and Leong (2006) discuss the impact of Vygotsky’s ideas on peda-
gogy. They point out that to develop self-regulation children need to engage 
in regulating others too. By discussing and planning, children engage in high 
levels of both “self-” and “other-regulation” (Bodrova and Leong 2006, pp. 
206–220). The more accustomed the children are to participating in the proc-
esses of their surroundings, the more prepared they will be for participating 
also as adults (cf. Reunamo 2004.) 
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Now we are ready to unite Vygotsky’s ideas about language development 
according to his two central theoretical continuums, which have often been 
described separately. In Figure 3 a fourway table of the two continuums is 
formed (Reunamo, 2007a). The theoretical aspects of combining adaptation 
and agency in the same model can be seen in Figure 3
(4) Producing tools 
 Child’s contribution to the social 
content. Child tests the limits of 
language, stretches the limits of 
language and remolds it. 
 Dialogue produces a common 
language. This synthesis reaches out 
to the experiments of the others thus 
enhancing the content of both 
partners. Creative expression with 
play. 
 Participative language learning is 
producing new communication and 
cultural contents, producing new 
tools. 
Interpsychological, language 
development starts between 
people 
 (1) Proximal development 
 Child’s open and involved contact 
to social, advanced language helps 
the child in produing more 
advanced language. 
The child learns the uses and cont 
 nts of language to better correspond 
to the ”correct” language, the 
socially shared language with 
others. 
 Accommodative language learning 
is reaching for even more skilful 
language use that can appreciated 
and benefited by others too. 
(3) Instrumental tools 
 The language is the connection 
between child’s objectives and 
reality. Different language produces 
different interaction and different 
outcomes. 
 The child’s personal way to express 
and influence. The impact is not 
wholly restricted by the language 
deficiencies. 
 Child’s will shape up according to 
the experiences. Language is a tool 
for influencing environmental 
changes. 
(2) Actual development 
 The language the child has learned 
and can use without help from 
others. The developmental phase of 
the child. 
 The internalized language tools and 
restrictions for processing things 
 The language of the child tells about 
child’s feelings, imagination, 
orientation, inner images and skills. 
 Learning is adding elements to own 
language and inventing new 
elements. 
Intrapsychological, language 
development  inside the child 
 
 Language as 
cultural 
product, as 
signs, semio 
ics and 
meaning  
Intrapsy-
cholo-
gical,
 language 
develop-
ment  
inside 
the child
Figure 3. Vygotsky’s ideas of language development arranged according to social and 
agentive continuums (Vygotsky, 1962; Vygotsky, 1978; Vygotsky, 2004; Reunamo & 
Nurmilaakso, 2007, p. 317)
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Proximal development
In the fi rst type of development presented in the south-east corner of the Figure 
3, the developmental aspects are interpsychological and they do not concen-
trate on the culture production; rather, cuture is seen as something that can be 
can be learned with the assistance of others. 
Vygotsky (1988, p. 268) emphasised the contexts of learning, social in-
teraction. He demonstrated the social and cultural nature of the development 
of the higher functions, i.e. its dependence on cooperation with adults and on 
instruction. The zone of proximal development is perhaps Vygotsky’s (1978) 
most famous idea. In his description Vygotsky concentrates on the child’s de-
velopment, not on the culture produces by the interaction. The zone of proxi-
mal development is defi ned as the distance between the actual developmental 
level as determined by independent problem solving and the level of potential 
development as determined through problem solving under adult guidance or 
in collaboration with more capable peers. The zone of proximal development 
defi nes those functions that have not yet matured but are in the process of mat-
uration, functions that will mature tomorrow but are currently in an embryonic 
state. The zone of proximal development characterizes mental development 
prospectively and permits us to delineate the child’s immediate future and his 
dynamic developmental state, allowing for what is in the course of maturing. 
We can predict what will happen to these children between fi ve and seven, 
provided the same developmental conditions are maintained.
According to Vygotsky (1978) by using imitation, children are capable of 
doing much more in collective activity or under the guidance of adults. The 
only “good learning” is that which is in advance of development. The acquisi-
tion of language can provide a paradigm for the entire problem of the relation 
between learning and development. Language arises initially as a means of 
communication between the child and the people in his environment. Only 
subsequently, upon conversion to internal speech, does it start to organize the 
child’s thought, that is, becomes an internal mental function. Vygotsky 1978, 
pp. 88–89.)
Vygotsky (1978) acknowledges that communication produces the need 
for checking and confi rming thoughts, a process that is characteristic of adult 
thought. In the same way that internal speech and refl ective thought arise from 
the interactions between the child and persons in her environment, these inter-
actions provide the source of development of a child’s voluntary behaviour. 
A child fi rst becomes able to subordinate her behaviour to rule in group play 
and only later does voluntary self-regulation of behaviour arise as an internal 
function.
According to Vygotsky (1978), learning awakens a variety of internal de-
velopmental processes that are able to operate only when the child is interact-
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ing with people in his environment and in cooperation with his peers. Once 
these processes are internalized, they become part of the child’s independent 
developmental achievement. Learning is not development; however, properly 
organized learning results in mental development and sets in motion a vari-
ety of developmental processes that would be impossible apart from learning. 
Thus, learning is a necessary and universal aspect of the process of devel-
oping culturally organized, specifi cally human, psychological functions. The 
developmental process lags behind the learning process. Learning turns into 
development, but the complex processes cannot be encompassed by unchang-
ing presuppositions. The teacher should have a contact in the mental processes 
stimulated by the course of school learning and carried through inside the head 
of each individual child. (Vygotsky 1978, pp. 90–91.)
According to Reunamo (2007a), child’s different language skills are not 
just defi cient, they express child’s personal orientation, motifs and strategies to 
deal with the world. In the perspective of the educator it is important to get in 
contact with child’s ways of using language as skills, not insuffi ciency. Child’s 
own language is a mirror to child’s abilities and personality and important 
thing to him, the educator gets familiar with the territory of world according to 
the individual child (Reunamo, 2007a, pp. 89–98).
Vygotsky restrains himself from examining the children’s effect on the 
other, e.g. on the interacting adult. As Hakkarainen (2002) describes, the zone 
of proximal development is different, when there is a new creative task at 
hand, in which even the adult does not have a readymade solution. The zone 
of proximal development is clearly meant for reproductive problems, in which 
the other knows the answer in advance or can solve it along the lines of previ-
ous experience. Some actions produce novel artifacts, which can be used as 
a tool in the next action. Culture-historical development is not a cumulative 
process; it is rather a new organization of systems both between and within 
systems (cf. Hakkarainen 2002).
In proximal development there is also a side that Vygotsky did not elabo-
rate on and that is children’s ability to help adults for better communication 
(Reunamo, 2007a, p. 93). We need to only look at a small baby in interaction 
with his grandfather. The grandfather may usually be quite proper and ver-
bally accurate person. If another adult asks him to babble and gurgle he maybe 
could not or would not do it. But in a matter of seconds a small baby can turn 
a stiff grandfather into an eloquent and mobile mime artist full of emotional 
expression and tacit communication. That is the level of proximal develop-
ment for the grandfather. The child helps grandfather to get in contact with, 
and to express, his feelings better. The grandfather maybe thinks that he is just 
playing, but the truth is he would not reach the same emotional and personal 
expressions without the child. Maybe it would be more proper to redefi ne the 
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level of proximal development as a zone of mutual experience and contact. 
(Reunamo, 2007a, p. 93)
Actual development
The second type of development described here is intrapsychological. The de-
velopmental aspects of this type of development do not concentrate on the cul-
ture production; rather, language is seen as cultural product, as signs, semiotics 
and meaning. According to Vygotsky (1978) the fi rst level can be called the 
actual developmental level, that is, “the level of development of a child’s men-
tal functions that has been established as a result of certain already completed 
developmental cycles. When we determine a child’s mental age by using tests, 
we are almost always dealing with the actual developmental level. In studies 
of children’s mental development it is generally assumed that only those things 
that children can do on their own are indicative of mental abilities (Vygotsky 
1978, pp. 85). 
A child’s actual developmental level (cf. Vygotsky 1978) defi nes functions 
that have already matured, that is, the end products of development. If a child 
can do such-and-such independently, it means that the functions for such-and-
such have matured in her. The actual developmental level characterizes mental 
development retrospectively it is about developmental cycles already complet-
ed and a summary of them (Vygotsky 1978, pp. 86).
According to Gullo (2005) the evaluation and concern of children’s actual 
development level is important. The tests inform curriculum and instruction. 
The developmental screening tests can be used to measure children’s potential 
for learning. They are suited for comparing an individual child’s score with 
those of other children of similar age. The skills related to communication and 
thinking include language comprehension and expression, reasoning, counting 
and recalling sequences from auditory stimuli. With diagnostic test it is possi-
ble to identify the existence of a disability or specifi c areas of academic weak-
nesses as well as to suggest potential remediation strategies. Many early child-
hood programs use achievement tests to assess children’s progress or level of 
attainment, which measures that extent to which an individual has achieved 
certain information or attained skills that are identifi ed within curricular objec-
tives (Gullo 2005, pp. 45–47).
Concentrating on the actual development and on tests have disadvantages 
too (Gullo 2005). Norm-referenced assessments do not refl ect curriculum sen-
sitivity. They are often based on skill development approaches and refl ect a 
theoretical perspective that is more behavioural than constructivist. They as-
sess specifi c skills or knowledge learned rather than the process of learning. 
This often leads to teachers teaching to the test, and thus the norm-reference 
assessment has the effect of narrowing the curriculum. The tests can inadvert-
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ently reinforce developmental difference and solidify student status. The tests 
may segregate children, they ignore children’s experiences and they present a 
narrow picture of children (Gullo 2005, pp. 66–73).
Vygotsky (1978) criticises further the concentration on the level of actual 
development. In evaluating mental development, consideration is given to only 
those solutions which the child reaches without the assistance of others, with-
out demonstrations, and without leading questions. The implication to solve a 
variety of more advanced problems is not studied. By using tests, we determine 
the mental development level with which education should reckon and whose 
limits it should not exceed. It can result not only in a failure to help children 
in their development but also by reinforcing their handicaps by accustoming 
children to the forms of earlier development and suppressing the rudiments of 
advancing. Vygotsky limits the level of children’s actual language learning to 
assimilating new words or mastering operations such as addition or written 
language. (Vygotsky 1978, pp. 88–90.)
We can see that the actual development fi ts within the south-west corner of 
the model presented in Figure 3. Nevertheless, we must further on acknowl-
edge that also intrapsychological development can be creative and productive. 
The richer the experience the child has acquired, the richer and more produc-
tive the act of imagination can be (Vygotsky 2004, pp. 15–16). As long as the 
child keeps his imagination to herself, the products (tales, play etc.) are unreal. 
Intrapsychological creativity can enrich and produce new content in children’s 
experiences. According to Vygotsky (2004), even if an imaginative construct 
does not in itself correspond to reality, the feeling it evokes are real. A musical 
composition can induce a whole complex world of experiences and feelings 
in a person listening to the music. This expansion and deepening of feelings, 
their creative restructuring constitutes the psychological basis for the art of 
music (Vygotsky 2004, pp. 20). The child recreates music. Creativity can also 
lead away from reality (Vygotsky 2004). Children can for example retreat into 
dreaminess, escape into an imagined world, withdraw or isolate themselves 
(Vygotsky 2004., p. 37). We can say that this kind of imagination is intrapsy-
chological and is not directed towards environmental change.
According to Reunamo (2007a, p. 90), this kind of language development 
can be described as closed and adaptive. The language is seen as child’s abili-
ties or skills. When the child’s use of language is different from the legitimate 
language use, it is often interpreted as erroneous expression or a mistake. Chil-
dren’s use of language seems defi cient. But the language is still important and 
legitimate for the child, because it is a tool for communication. Child’s actual 
language skills are like a toolbox for child’s own tools, which child uses for his 
own purposes and his own personal ways. 
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Child produces also a lot of language that is not correct (Reunamo, 2007a, 
p. 90–93). The younger the children the more they communicate non-verbally. 
Baby’s communication is very different from the proper use of adult speaking. 
Nevertheless, the young child is capable of effi cient, even interactive commu-
nication without words and grammar. He communicates with the whole of his 
body actively seeking for contact. The secret for the effective communication 
is the integration of the whole personality with all the emotions and aspirations 
mixed within. We should not consider child’s contact to his feelings, needs 
and motifs for orientation as something primitive or undeveloped. Children’s 
ability to express themselves directly, emotionally, unrestrained and right to 
the point should be cultivated to ensure that the ability is not lost in the course 
of development. The more important the message, e.g. hunger, fear or need for 
affection, the more effective the child’s communication. In the perspective of 
the early childhood educator this means that we should not only be interested 
in developing children’s language skills to be more correct or perfect. Correct 
is not a synonym for effective. Children’s communication is a path to the heart 
of their being. That is valuable in itself. (Reunamo, 2007a, p. 91) Podmore, 
Sauvao and Mapa (2003, p. 35) emphasize that when young children move 
from one educational setting to another it is important to understand the cul-
tural context of their prior experiences, given that children’s culture-specifi c 
experiences, that their development of language and literacy skills, are inter-
connected.
In Finland Karlsson and Riihelä (Karlsson 2004) have developed a method 
of writing down children’s stories (sadutus). The child produces a story, the 
adult writes it down exactly as the child tells it. In the end the adult reads the 
child’s story aloud and checks that it is the child meant it to be. This kind of 
language production helps adults to get in contact with children’s language and 
inner world and also helps in children’s participation as bringing children’s 
ideas forward as interesting and worth processing further (Karlsson 2004).
Instrumental tools
The third type of development described here is intrapsychological and the fo-
cus of the development is on the culture production, language is seen as a tool 
for personal, social and cultural production. According to Vygotsky (2005), 
while at a year and a half, the child makes a discovery—everything has a name. 
Later, in play, the child discovers that each thing has its meaning; each word 
has its meaning, which can replace the concrete object. Internalization is based 
on emancipation of the word from the thing in play. But the child needs con-
crete other things to support the emancipation of words from concrete objects. 
To separate the meaning of horse from the real horse the child still needs an-
other concrete object to support the image for example using a stick as a horse. 
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The same applies to goals. First the child’s goals are inseparable from the real 
things. Voluntary intention and motives associated with the will arise in play. 
Play gives the child a new form of desire, that is, teaches him to want. The 
child desires and fulfi ls his desire, passes the main categories of reality through 
his experience. The will, an internal process, becomes to external action. The 
route from separating meaning from the thing is similar to the route of becom-
ing conscious of desires and motifs. Voluntary choice, decisions, confl icting 
motives, and other processes start to separate from implementation. The route 
to will is the route to thinking. In fact, random performance becomes more 
diffi cult (because it is blind) than conscious choice (Vygotsky 2005). Thus, 
the goals, signs and language start to function as tools and instruments for 
environmental change.
According to Vygotsky (2004), a child’s play is not simply a reproduction 
of what he has experienced, but a creative reworking of the impressions he has 
acquired. The child combines impressions and uses them to construct a new 
reality, one that conforms to his own needs and desires. We have a situation 
that the child has created. All known elements from previous experience are 
combined into something new that belongs to the child himself. It is this abil-
ity to combine elements to produce new structure, to combine the old in new 
ways that is the basis of creativity. Vygotsky states that a construct of fantasy 
may represent something substantially new, never encountered before in hu-
man experience and without correspondence to any object that actually exists 
in reality: however, once it has been externally embodied, that is, has been 
given material form, this crystallized imagination that has become an object 
begins to actually exist in the real world, to affect other things. In this way 
imagination becomes reality (Vygotsky 2004, pp. 11–20).
Vygotsky (2004) sees us using our imagination and constructs as tools or 
instruments for change. If the life surrounding does not present challenges to 
children, if the usual and inherent reactions are in complete equilibrium with 
the world around him, then there will be no basis for him to exercise creativ-
ity. A creature that is perfectly adapted to its environment, would not want 
anything, would not have anything to strive for, and, of course, would not 
be able to create anything. Creation gives rise to needs, motives and desires. 
Moreover, a product of the imagination, which has arisen in response to our 
drive and inspiration, shows a tendency to be embodied in real life. The imagi-
nation tends to become creative, that is, to actively transform whatever it has 
been directed at (Vygotsky 2004, p. 29, p. 41). Language becomes a tool and 
an instrument for an individual for environmental change.
A small child as a comprehensive being participates with his/her whole 
body, seeking contact and fi nding the effects of his or her actions. It is the task 
of the education to recognize the expressions concerning child’s needs, motifs 
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and well-being. In perceiving agency on the adult the children’s expression 
can advance and the world can take a personal shape for the child. Sometimes 
a small child is seen as incompetent or defi ant communicator, but we need to 
only look at the family that the baby is born into. Suddenly the parents’ life is 
changed irreversibly. The baby effectively changes the family dynamics to suit 
his/her needs and aspirations and there is nothing the parents can do about it. 
To complement children’s story telling (sadutus) we could establish a tra-
dition of “action telling” (“todetus”). In it children could describe what they 
would like to happen for example in the gymnastic exercises, the adult would 
write children’s ideas down and checks that it is according to children’s mean-
ing and then children’s ideas would be realized to the letter. That makes a great 
workout for the problematic relationship between reality and imagination.
Producing new cultural tools
The fourth type of development, described in north-east corner of Figure 3, 
is interpsychological and the focus is on producing cultural tools. This means 
that language is not only used as a tool, but new forms of communication and 
language are developed. When interpersonal, these new developments become 
new cultural tools. Vygotsky (2004) describes the process of intrapersonal be-
coming interpersonal: Creativity is present, in actuality, not only when great 
historical works are born but also whenever a person imagines, combines, al-
ters, and creates something new, no matter how small a drop in the bucket this 
new thing appears compared to the works of geniuses. When we consider the 
phenomenon of collective creativity, which combines all these drops of indi-
vidual creativity that frequently are insignifi cant in themselves, we readily un-
derstand what an enormous percentage of what has been created by humanity 
is a product of the anonymous collective creative work of unknown inventors. 
(Vygotsky 2004, pp. 10–11.)
The collective work depends on cultural conditions. According to Vygotsky 
(2004), imagination can produce experiences. We can imagine what we have 
not seen and conceptualize something that we ourselves have never directly 
experienced. The historical or social experience allows us to venture far be-
yond our own experiences and share. Every inventor, even a genius, is also a 
product of his time and his environment. His creations arise from needs that 
were created before him and rely on capacities that also exist outside of him. 
No invention or scientifi c discovery can occur before the material and psycho-
logical conditions necessary for it to occur have appeared. (Vygotsky 2004, p. 
17; p. 30.)
The collective cultural creation concerns also children and the best way for 
children to become culturally productive and participative adults is to be cul-
turally productive as children. Vygotsky (2004) states: The product of creative 
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imagination is an ideal that is only manifest with true and living force when 
it guides human actions and activities in its drive to be realized or embodied. 
The shaping of the imagination is refl ected in the child’s behaviour. Thus the 
development of imagination is no less important for the future than it is for 
the present. The development of a creative individual, one who strives for the 
future, is enabled by creative imagination embodied in the present (Vygotsky 
2004, pp. 41–42; pp. 88).
When the child is small, the adult and the child make an original language 
that would not exist without the other. The ability of the small child to change 
adult behaviour is substantial. Playing on words, a new kind of humour and the 
meaning tied directly in the unfolding action enrich both the child’s and adults 
communication. When a child gets used to producing communication with oth-
ers, children learn to participate and produce cultural products together with 
others. As the child’s attention is focused on the adult’s language, the inter-
pretation merges with meaning. We as educators have to hold ourselves back 
though. As Amabile (1987, pp. 242–252) states, creative interaction requires 
a relaxing atmosphere. By stressing hard on teaching children to learn “good” 
language, the creativity gets harder and our attention is lured away from the 
process itself. 
In a research with kindergarten teacher students (Reunamo & Nurmilaakso, 
2007) the model (Figure 3) produced different teaching orientations, which are 
presented in Figure 4.
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(4) Producing tools 
 Children say something and it 
results in new action. The teacher 
observes the process and partakes in 
it. 
 When new things happen, the 
teacher gets into a new position with 
new things to learn. 
 The teacher needs to keep in contact 
with the evolving process to keep in 
contact with the new content. There 
is an air of making cultural 
development together. 
Interpsychological, language 
development starts between 
people 
(1) Proximal development 
 The teacher engages the child in 
processing language. 
 Children’s thoughts, emotions and 
opinions are important and they 
should be brought into contact with 
better content and understanding. 
 Teacher helps the child to get in 
contact with both his or her own 
feelings and provides new content 
for integration. 
 (2) Actual development 
 The teacher needs to see and find out 
about the deficiencies and advances 
in children’s language. 
 Teacher concentrates on semantics, 
morphology, vocabulary, 
understanding, expression, grammar 
and syntax. 
 Teacher tests, listens and analyses 
children’s use and acquisition of 
language. 
 Teacher teaches children “good” 
language. 
 (3) Instrumental tools 
 Children’s motives are important for 
understanding the purpose of the 
talk. The purpose is the key to the 
content and dynamics of children’s 
talk. 
 Even the same expressions words 
carry different meanings and 
outcomes. The teacher needs to help 
the child to express himself or 
herself. 
 The teacher discusses the children’s 
needs, opportunities and strategies 
with children and helps in their 
realization.
 
 
 
Intrapsychological, language 
development inside the child 
Language as 
cultural 
product, as 
signs and 
meaning  
 Language as 
a tool for 
personal, 
social and 
cultural 
production 
Figure 4. The teacher orientations resulting from the Vygotskian models of language 
development.
Different views on learning have different consequences for teaching. Dif-
ferent views on child participation produce different roles for teachers. The 
teacher looking at children’s actual development is parallel to that of the “tra-
ditional” teacher. Looking at children’s language as instrumental tools seems 
to be encourage child-centred teaching. 
Concentration on tools production seems to evoke teaching along the lines 
of Reggio Emilia. The process can take the form of narration, where every 
phase is important and not possible without the former. For example the Reg-
gio Emilia style documentation helps teachers to bring forward children’s 
ideas, keep them alive and work on them further together with the child (cf. 
44 Jyrki Reunamo
Gandini & Goldhaber 2001, 124–145). The connection between Vygotsky and 
Reggio Emilia is clear.
Discussion
In Figure 5 a hierarchic feedback model is presented. The hierarchy of the 
model is inspired by Hacker (1982), who in fact has a close connection to Vy-
gotsky especially through Leontjev.
Applied tools, 
personal output 
Re-organizing 
of shared 
schemas 
Operationalization, 
realization of 
schemas 
Awareness, active 
personal schemas 
Perception of 
shared scemas 
Acquired tools, 
personal orientation, 
internal feedback 
processes 
Contact to new tools, 
shared social 
content, feedback 
processes between 
people 
Shared agency, 
production, culture 
creation. 
Personal agency, 
production, personal 
acievements  
Actual 
development Proximal 
development 
Developed new 
tools, feedback 
processes 
between people 
Figure 5. A hierarchical feedback model of Vygotsky’s central ideas
The model described in Figure 5 carries a message. Learning is fundamen-
tally a social process. The learning is at fi rst interpersonal at the zone of proxi-
mal development. By cultural mediation the content is gradually adapted into 
children’s actual development. A person works with these adapted (learned) 
tools and produces personal outcomes and acquires personal agency. Further 
on, this new content can be shared by others and processed further in shared 
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agency. Eventually, this shared content can be processed again in the zone of 
proximal development.
The model gives implications for teaching also. As learning is a culturally 
mediated process, the teacher needs fi rst to fi nd a shared, common understand-
ing, a level of proximal development. Teachers need to know the level of chil-
dren’s actual development to help children with their defi ciencies. Teachers 
need to acknowledge children’s personal aspirations and content, in order to 
help children to become the agents of their life. Eventually, teachers and chil-
dren work together producing new cultural content and ways to interact with 
others (shared agency). 
Considering hierarchy different aspects of interaction are important. There 
are three levels of hierarchy in the model. 
1) The most basic level of hierarchy is the immediate orientation, senso-
motoric orientation: Perception activates personal schemas, which in 
turn guide concrete operationalization of ideas. Further on, as new re-
sults surface, the schemas are re-organized in a shared zone. 
2) The second level of hierarchy consists of tools, which are organized al-
gorithms build for performing different tasks: In proximal development 
children get in contact with new tools. The tools in actual development 
are the strategies and skills children’s have acquired. In personal agen-
cy the tools are manifested in the results of utilizing the tools, which in 
turn may become new ingredients in a shared tool production. 
3) The third level of hierarchy is the long-range orientation: In proximal 
development children orientate into the more advanced processes pre-
sented for example by the teacher. In actual development children’s 
abilities for autonomous and metacognitive skills are important. In per-
sonal agency, the practice of applying personal skills in different con-
text is important, while in shared agency the skills for cooperative and 
creative interaction gain in importance.
In the end, all aspects of the feedback loop are important. In the recent discus-
sion the zone of proximal development has been dominant, but the other three 
phases are equally important. The same is true for the hierarchy; there has 
been a tendency to emphasize higher mental processes, but the other too levels 
are equally important. Higher level of intellectual processes can not develop 
without a tight integration to the basic level of operations of perception, atten-
tion, operationalization and shared re-organization of schemas. The contact 
between higher level orientation and basic operations is required in order to 
create working and effective tools to work with.
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Varhaiskasvatus sosiaalisena järjestelmänä Niklas 
Luhmannin systeemiteorian valossa
Eeva-Leena Onnismaa 
Abstrakti
Artikkelissa tarkastellaan suomalaista varhaiskasvatusta Niklas Luhmannin systeemiteorian 
käsitteiden avulla. Teorian mukaan yhteiskunta koostuu toiminnallisesti eriytyneistä järjestel-
mistä, joita ovat esimerkiksi oikeusjärjestelmä, tiede, uskonto, talous, politiikka ja kasvatus. 
Artikkelissa käsiteltyjä Luhmannin keskeisiä käsitteitä ovat autopoieesi, ohjelmat, binaari-
koodit, kommunikaatio ja resonanssi. Artikkelissa tarkastellaan julkisen varhaiskasvatuksen 
binaarikoodeja esiopetuksen opetussuunnitelman perusteiden ja varhaiskasvatussuunnitelman 
perusteiden pohjalta. Alajärjestelmien välisen kommunikaation kysymyksiä tarkastellaan 
päiväkotien henkilökunnan haastattelujen pohjalta. Sekä binaarikoodien paikantuminen että 
kommunikaation ongelmat näyttävät tukevan Luhmannin tulkintaa yhteiskunnallisista järjes-
telmistä. Luhmannin teoria on puhtaasti kuvaileva, se ei pyri selittämään eikä tuottamaan 
ihanneyhteiskunnan mallia. Teoria on hyödynnettävissä heuristisena työkaluna myös kasva-
tuksen ilmiöiden tarkastelussa.
Avainsanat: varhaiskasvatus, esiopetus, systeemiteoria, Luhmann
Finnish early education in the light of Niklas 
Luhmann’s systems theory
Abstract
Niklas Luhmann’s systems theory offers a descriptive approach to society as a self-referential 
or autopoietic system of communications. In the article, the phenomena of Finnish early edu-
cation are viewed with the help of Luhmann’s theory. According to Luhmann, society consists 
of differentiated self- producing systems such as law, science, religion, economy, politics and 
education. Luhmann’s central concepts reviewed in the article are autopoietics, programmes, 
binary codes, communication and resonance. The pre-school curriculum framework and other 
documents are explored to discover the binary codes of early education. The problems of 
communication between subsystems are viewed with the help of interviews of the kinder-
garten staff. It would appear that Luhmann’s theory is a useful heuristic tool for studying the 
phenomena of education.
Keywords: Early childhood education, pre-school, systems theory, Luhmann
50 Eeva-Leena Onnismaa
Johdanto
Arkipuheessa käytetään usein metaforaa ”puhua samaa kieltä”, kun viitataan 
hyvin toimivaan kommunikaatioon. Huonon kommunikaation taas todetaan 
kertovan yhteisen kielen puuttumisesta. Varhaiskasvatuksen maailmassa kuu-
lee valitettavan ongelmia ”saman kielen” puhumisessa milloin koulun kans-
sa tehtävässä yhteistyössä, milloin yhteyksissä vaikkapa lastensuojeluun tai 
terveydenhuoltoon. Kysymystä voidaan lähestyä teoreettisin työkaluin, joiden 
avulla ongelma ei vielä ratkea, mutta tulee ymmärrettävämmäksi; ongelman 
teoreettinen jäsentäminen voi antaa uusia näkökulmia lähteä ratkomaan käy-
tännön pulmia. Niklas Luhmannin kehittämä teoria yhteiskunnasta jakautunee-
na erillisiin osajärjestelmiin tarjoaa välineitä em. kommunikaatio-ongelman 
kuvaamiseen, selitykset ja ratkaisut jäävät toimijoiden tehtäväksi.
Saksalainen – myös USA:ssa Talcott Parsonsin oppilaana opiskellut – so-
siologi Niklas Luhmann käytti 30 vuotta yhteiskuntateoriansa kehittelyyn, 
lopullisen muotonsa teoria alkoi saada 1980-luvun alkupuolella1. Luhmannin 
mukaan yhteiskunta koostuu lukuisista toiminnallisesti eriytyneistä ja sulje-
tuista, itse itsensä uusintavista l. autopoieettisista2 järjestelmistä. Tällaisia ovat 
esimerkiksi oikeusjärjestelmä, tiede, uskonto, talous, politiikka ja kasvatus. 
Luhmannin teoria on puhtaasti kuvaileva, se ei ole kriittinen, emansipatori-
nen tai selittävä. Luhmann ei pyri vastaamaan kysymykseen, millainen olisi 
hyvä yhteiskunta eikä luhmannilainen yhteiskunta muodostu ihmisistä tai toi-
mijoista, vaan kommunikaatiosta. Kotimaassaan Luhmann sijoitettiin konser-
vatiiviseen leiriin – toiselle puolelle kuin esimerkiksi Frankfurtin koulukunnan 
yhteiskuntakriitikot. Luhmann itse pyrki karttamaan kaikkia leirejä ja ismejä. 
(Luhmann 1995 ja 2004; Viskovatoff 1999; Monk 2000.) 
Käyttäytymistieteissä tunnetumpaa yleistä systeemiteoriaa on sovellettu 
esimerkiksi perheterapiassa.(Bertanlanffy 1968; Aaltonen 2008.) Luhmannin 
ajattelusta poiketen yleisen systeemiteorian sovelluksissa systeemit nähdään 
avoimina ja keskenään vuorovaikutuksessa olevina. Tässä artikkelissa Luh-
mannin kiinnostavuus nousee siitä, että hän kiinnittää huomion nimenomaan 
systeemien välisen kommunikaation ongelmiin – jopa sen mahdottomuuteen.
Kasvatus on yksi Luhmannin kuvaamista järjestelmistä. Tarkastelen artik-
kelissa suomalaista varhaiskasvatusta Luhmannin systeemiteoreettisten käsit-
teiden avulla. Rajaan varhaiskasvatuksen tarkoittamaan julkisen varhaiskasva-
tuksen kenttää: alle kouluikäisten lasten päivähoitojärjestelmässä tapahtuvaa 
kotikasvatusta täydentävää toimintaa, johon sisältyy myös kuusivuotiaiden 
esiopetus. Rajaus pitää sisällään noin 50 % kaikista maamme alle kouluikäi-
1 Pääteos, Soziale Systeme: Grundriss einer allgemeinen Theorie, ilmestyi vuonna 1984.
2 Luhmann omaksui teoriansa pohjaksi biologian, kognitio- ja neurotieteiden piirissä kehitellyn 
autopoieesin (auto – itse; poiesis – tuottaminen, luominen) käsitteen, jonka tunnetuimmat ke-
hittelijät ovat chileläiset Umberto Maturana ja Francesco Varela.
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sistä – ja 98 % kuusivuotiaista –, jotka käyttävät lapsen subjektiivista oikeutta 
päivähoitoon ja esiopetukseen.3 Artikkelin empiirisenä aineistona on käytetty 
varhaiskasvatusta ohjaavia asiakirjoja sekä tekemääni päiväkotien henkilö-
kunnan (lastentarhanopettajia ja lastenhoitajia) haastattelua.
Mikä on sosiaalinen järjestelmä?
Sosiaalinen järjestelmä syntyy, kun autopoieettinen kommunikaatiokokonai-
suus saa alkunsa ja rajaa itsensä ympäristöstään. Autopoieettiset järjestelmät 
erottuvat ympäristöstään omilla päätöksillään tai kommunikaatiollaan. Teo-
reettisena mallina autopoieettisille järjestelmille on ominaista, että ne tuottavat 
komponentteja, joista järjestelmä itse rakentuu ja jotka pitävät yllä kyseisiä 
tuotantoprosesseja. Järjestelmille on ominaista, että ne ovat materiaalis-ener-
geettisesti avoimia, mutta operationaalisesti suljettuja; biologiassa vastaava 
esimerkki on solu. Autopoieesi on symmetrinen ja epähierarkkinen ilmiö, 
kaikki sääntely on säänneltyä ja kontrolli kontrolloi samalla myös itseään. Sul-
jetussa järjestelmässä ei tapahdu minkäänlaista uusintamista, joka ei täyttäisi 
em. ehtoja. Yhteiskunta on laaja ja kompleksinen sosiaalinen järjestelmä, jo-
hon kuuluvat kaikki merkitykselliset kommunikaatiot. Yhteiskunta on jakau-
tunut osajärjestelmiksi, jotka käsittelevät muita yhteiskunnan alueita omana 
ympäristönään. 
Kasvatus on yksi osajärjestelmä, jonka ympäristönä on muita osajärjestel-
miä kuten politiikka tai tiede. Järjestelmien sisällä voi tapahtua edelleen funk-
tionaalista eriytymistä, sen ei tarvitse merkitä järjestelmän hajoamista, vaan 
uusien järjestelmä/ympäristö-erojen syntymistä järjestelmän sisällä. Eriyty-
minen on funktionaalista, mikäli syntynyt alajärjestelmä saa identiteettinsä 
siitä, että se täyttää kokonaisjärjestelmän kannalta merkityksellistä funktiota. 
(Luhmann 1995, 483; Luhmann 2004, 57, 240 ja 242; Diskurssianalyysi 2001; 
Siisiäinen 2001, 55–63.) Varhaiskasvatusta voidaan pitää yhtenä kasvatuksen 
alajärjestelmänä, joka täyttää omaa funktiotaan alle kouluikäisten lasten kas-
vatuksen, opetuksen ja huolenpidon toteuttajana. 
Kasvatuksen vaikuttavuudesta Luhmann toteaa, että kasvatusjärjestelmä 
vaikuttaa välittömästi vain yhteen yhteiskuntajärjestelmän ympäristöön: ihmi-
sen ruumiilliseen ja henkiseen tilaan. Jotta tällä olisi vaikutuksia myös koko 
yhteiskuntajärjestelmän sisällä, täytyy tuon ympäristön (ihmisen ruumiillinen 
ja henkinen tila) olla kytkettävissä kommunikaatioon. Kommunikaatio ei Luh-
mannin käsitteistössä merkitse vain informaation siirtoa, se tarkoittaa itsenäistä 
3 Kansainvälisessä vertailussa luku on melko pieni 3–5-vuotiaiden osalta, esimerkiksi Skotlan-
nissa yli 70 % 3-vuotiaista ja yli 80 % 4-vuotiaista osallistuu julkiseen varhaiskasvatukseen. 
Maksuttomuudella näyttäisi olevan yhteyttä palvelun suosioon, Skotlannissa 3–4-vuotiaiden 
esiopetus on maksutonta.
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operaatiota, joka liittää yhteen kolme valintatapahtumaa: informaation, ilmai-
semisen ja ymmärtämisen. Kommunikaation tekee vaikeaksi – jopa mahdot-
tomaksi – se, että kukin järjestelmä käsittää kaikki järjestelmän ulkopuolella 
sijaitsevat ilmiöt aina oman logiikkansa ja koodiensa mukaisesti. (Luhmann 
2004, 57, 157 ja 241; Monk 2000, 362.)
Ohjelmat ja kaksiarvoiset koodit
Kasvatuksen avulla tuotetaan osaamista (asenteita ja kykyjä) muiden funk-
tiojärjestelmien käyttöön. Omaan käyttöön järjestelmä tuottaa osaamista kas-
vattaessaan kasvattajia – esimerkiksi opettajankoulutuksessa. Kasvatuksessa 
päätavoitteena on ihmisen muovaaminen tai muuttaminen, ei kommunikaation 
käsittely. Siinä on kuitenkin myös samaa kuin muissa funktiojärjestelmissä, 
myös kasvatuksessa koodaus ja ohjelmointi on erotettu toistaan rakenteelli-
sesti. Koodit syntyvät todellisuutta kaksintamalla, ne ovat luhmannilaisissa 
funktiojärjestelmissä aina kaksiarvoisia, binaarisia. Kasvatuksessa tämä liit-
tyy koulutuksen valikointitehtävään: oppilas saa hyvät tai huonot arvosanat, 
läpäisee kokeen tai reputtaa jne. Kaksiarvoisuuden muuntaminen asteikoksi 
ei muuta tilannetta: kysymys on viime kädessä kuitenkin paremmuuden tai 
huonommuuden osoittamisesta. (Luhmann 2004, 152–153.)
Ohjelman käsite viittaa koodeihin. Ohjelma tarkoittaa ehtoja, joiden valli-
tessa asiat tai tapahtumat voivat saada koodin positiivisen tai negatiivisen ar-
von. Sosiaalisissa funktiojärjestelmissä tämä tarkoittaa päätöksiä, jotka ratkai-
sevat valinnan koodin kahden arvon välillä: oikean ja väärän, hyvän ja huonon 
koulumenestyksen jne. välillä. Kasvatusjärjestelmässä ohjelmat määrittävät si-
sältöjä, jotka on opittava tai kuvaavat niitä kykyjä tai asenteita, joita henkilöllä 
tulee olla kasvatuksen tuloksena. (Luhmann 2004, 154 ja 241–242.)
Varhaiskasvatuksessa ei tunneta numeroarviointia eikä lastentarhassa re-
puttamista. Samat kaksoiskoodit ovat kuitenkin tunnistettavissa myös siellä. 
Esimerkiksi esiopetuksessa perhettä voidaan ohjata viemään lapsi testeihin, 
joissa lapsi joko todetaan koulukypsäksi tai ei. Myös erilaiset erityispedago-
giset tukitoimet ovat osa valikointia: lapsen todetaan selviävän ryhmässä il-
man tukitoimia tai tarvitsevan avustajaa tms. (Tukitoimien hyödyllisyyttä ei 
ole tarpeen kiistää, esimerkki ainoastaan valaisee kaksoiskoodin käsitettä.) 
Varhaiskasvatuksessa on myös yleisesti käytössä testiluonteisia seulovia teh-
täviä, jotka sisältävät binaarikoodin: lapsi esimerkiksi selviytyy tai ei selviydy 
KPT-piirrostehtävästä4 ikätasonsa edellyttämällä tavalla. Myös neuvolan 3- 
ja 5-vuotistarkastusten yhteyteen on kehitetty päiväkodissa tehtäviä osioita, 
4 KPT=kontrolloitu piirrostarkkailutehtävä, jossa lapsi piirtää suullisen instruktion mukaan ja 
tuloksen perusteella tehdään päätelmiä lapsen taidoista ja hahmotuskyvystä. Tehtävä on tarkoi-
tettu lähinnä 6-vuotiaille.
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joissa arvioidaan esimerkiksi lapsen sosiaalisia taitoja ja kielellistä kehitystä. 
Varhaiskasvatuksen valikointifunktiosta puhutaan harvemmin, mutta luhman-
nilaisilla käsitteillä tarkasteltuna se näyttää aivan yhtä ilmeiseltä kuin koulu-
järjestelmässä. 
Varhaiskasvatuksella voidaan nähdä olevan monifunktioisia tendenssejä. 
Näin on erityisesti jos suunnataan huomio sisällön (varhaiskasvatus) asemesta 
palvelujärjestelmään eli päivähoitoon. Varhaiskasvatuksen monifunktioisuus 
muistuttaa hieman agraariajan perheen monifunktioisuutta. Päivähoidon var-
haiskasvatuksellakin on useita funktioita, jotka yritetään toteuttaa saman-
aikaisesti. Järjestelmän tulee vastata lasten perushoivasta, kasvatuksesta ja 
opetuksesta sekä tämän ohella tukea vanhempia näiden kasvatustehtävässä. 
Sijaintipaikka sosiaalipalvelujen ja koulutusjärjestelmän rajapinnalla tekee 
varhaiskasvatuksen erityisen kiinnostavaksi luhmannilaiselta kannalta. Aika-
naan perhe oli vielä tätäkin monifunktioisempi: perhe vastasi jäsentensä toi-
meentulosta, sosiaaliturvasta, kasvatuksesta, ammattikoulutuksesta ja jopa 
oikeudenkäyttö saatettiin hoitaa laajennetun perheen sisäisesti.
Monien mielestä päivähoidossa on yhtä paljon tai jopa enemmän kysymys 
työvoima-, perhe- tai sosiaalipolitiikasta kuin kasvatuksesta. Sosiaalipoliittisen 
järjestelmän binaarikoodi voisi olla vaikkapa lapsen perheen määritteleminen 
joko lastensuojelun tarpeessa olevaksi tai omillaan toimeen tulevaksi.
Koodaus ja ohjelmointi voidaan pyrkiä erottamaan ja yhdistämään uudel-
leen kasvatusjärjestelmässä. Pedagogit voivat ajatella kokeiden ja arvostelun 
olevan ikävää ja ”todellista kasvatustyötä” häiritsevää. Toisaalta ohjelmia (esi-
merkiksi opetussuunnitelmia), jotka määrittävät, millaisia tuloksia kasvatuksen 
pitää tuottaa tuotetaan, valitaan ja käytetään jotta on mahdollista antaa koodi-
arvoja. (Luhmann 2004, 155.) Näin on myös varhaiskasvatuksessa, erityisesti 
6-vuotiaiden esiopetuksessa, joka on osa varhaiskasvatusta. (Opetushallitus 
2000; Stakes 2005.) Myös sosiaalityöntekijä voi kokea huostaanottopäätös-
ten haittaavan ”todellista sosiaalityötä” – toisaalta binaarikoodia noudattavat 
päätökset ovat olennainen sosiaalityön väline. On muistettava, että myös ns. 
pehmeät tukitoimet noudattavat binaarikoodin logiikkaa. Arnkil (2004) toteaa 
kaikkien sosiaalisten suhteiden sisältävän kontrollin elementtejä, vaikka jotkut 
saattavat haaveilla ’puhtaan tuen’ mahdollisuudesta toivoen, että jokin muu 
taho hoitaisi ikävät kontrollitehtävät.5 Olisiko myös varhaiskasvatukseen lan-
seeratussa kasvatuskumppanuuden ideassa nähtävissä ’puhtaan tuen’ (vailla 
kontrollin elementtejä) piirteitä? 
”Kasvatuskumppanuudessa on kysymys paitsi vanhempien ja henkilöstön asennoi-
tumisesta yhteiseen kasvatustehtävään ja myös sen konkreettisesta organisoinnista 
5 Arnkil ja Eriksson (1996) puhuvat kontrollin Musta Pekka -kortista, joka yritetään saada jää-
mään jonkun toisen viranomaisen tai organisaation käteen, itselle jää tällöin ”hyvän”, eli ns. 
puhdasta tukea tarjoavan viranomaisen rooli.
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ja sopimisesta molemmille osapuolille sopivalla tavalla. (…) Myös ongelmatilan-
teissa lapsen vanhempien ja henkilöstön väliselle yhteistyösuhteelle tulee luoda 
kasvatuskumppanuuden ilmapiiri.” (Stakes 2005, 31–32).
Kasvatuksen ja koulutuksen valikointifunktiota on tutkittu mm. vallankäytön 
näkökulmasta. Simola (1997) on tutkinut kansa- ja peruskoulun arvioinnissa 
käytössä olleita tekniikoita 1800-luvulta 1990-luvulle. Ulossulkevat ja rankai-
sevat tekniikat näyttäisivät kuuluvan kansakoulun aikakauteen, peruskoulu on 
merkinnyt standardoivien tekniikkojen lisääntymistä. Valikoivien tekniikkojen 
rinnalle peruskoulu on luonut itsevalikointia edistäviä tekniikkoja: oppilasta 
johdatetaan valitsemaan itselleen ”oikeat” ja ”sopivat” koulutusvaihtoehdot. 
(mt., 83–89.) Kasvatuksen kaksoiskoodi löytyy helposti myös Simolan tut-
kimuksen tulosten perusteella. Henkilökohtaiset opintosuunnitelmat ja itse-
arviointi on ulotettu yhä nuorempiin ikäluokkiin; myös varhaiskasvatuksessa 
laaditaan kunkin lapsen omia esiopetuksen suunnitelmia, ja päiväkodeissa yhä 
nuorempia lapsia opastetaan mm. laatimaan oma viikko-ohjelmansa ja arvioi-
maan sen toteutumista. Lapset ovat läsnä myös heille laadittavien varhaiskas-
vatussuunnitelmien laadinnassa ja he oppivat näin havainnoimaan ja arvioi-
maan itseään.
Varhaiskasvatus ideaalikuvausten perusteella tulkittuna
Päivähoitojärjestelmä muodostaa puitteet julkiselle varhaiskasvatukselle. Ko-
tikasvatus ja esimerkiksi kerhot ja harrastuspiirit on rajattu pois tästä tarkas-
telusta. Käytän artikkelissa varhaiskasvatuksen sisältöä kuvaavana aineistona 
kahta asiakirjaa: Stakesin julkaisemia varhaiskasvatussuunnitelman perusteita 
(2005) ja opetushallituksen julkaisemia esiopetuksen opetussuunnitelman pe-
rusteita (2000).
Varhaiskasvatusta säännellään pääasiallisesti lailla lasten päivähoidosta 
(alle kouluikäisten lasten päivähoito) sekä perusopetuslailla (kuusivuotiaiden 
esiopetus). Esiopetusta ohjataan lisäksi sitovilla normiluonteisilla opetussuun-
nitelman perusteilla, joiden laadinnasta vastaa opetushallitus. Aikaisemmat 
esiopetuksen opetussuunnitelman perusteet olivat Stakesin ja opetushallituk-
sen yhteistyössä laatimat (Opetushallitus 1996). Sosiaali- ja terveystoimessa 
valtakunnallisesta ohjauksesta vastaa Stakes, jolla ei ole norminanto-oikeutta. 
Normiohjauksen vaihduttua informaatio-ohjaukseksi on päivähoitojärjestel-
mässä tapahtuvaa varhaiskasvatusta ohjattu 1980-luvun lopulta alkaen ensin 
sosiaalihallituksen, sittemmin Stakesin julkaisemilla raporteilla ja oppailla. 
Uusin varhaiskasvatusta ohjaava opas on Varhaiskasvatussuunnitelman pe-
rusteet, joka on suositus kunnille, joilla on lain mukaan päivähoitopalvelujen 
järjestämisvastuu. (Opetushallitus 2000; Stakes 2005.)
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Edellä mainittujen asiakirjojen voidaan katsoa edustavan laajasti hyväk-
syttyä käsitystä hyvästä varhaiskasvatuksesta. Voidaan puhua myös ideaali-
kuvauksesta. Varhaiskasvatussuunnitelman perusteiden tavoitteena on edistää 
varhaiskasvatuksen yhdenvertaista toteutumista maan eri osissa sekä ohjata si-
sällöllistä kehittämistä yhdenmukaistamalla toiminnan järjestämistä. Edellisen 
kerran varhaiskasvatuksen vastaavan tason ideaalikuvaus laadittiin 1970- ja 
1980-lukujen taitteessa; päivähoidon kasvatustavoitteet (KM 1980:31) syntyi-
vät parlamentaarisessa komiteassa, jonka tuli edustaa eri poliittisia ryhmiä ja 
muita yhteiskunnan intressiryhmiä mahdollisimman tasapuolisesti.
Sosiaalihallitus valmisti 1980-luvulla opetus- ja toimintasuunnitelmat kai-
kille varhaiskasvatuksen ikäryhmille, suunnitelmat olivat mallina päiväkotien 
toiminnan suunnittelulle. Varhaiskasvatussuunnitelman perusteet on laadittu 
virkamiestyönä, ohjausryhmä koostui Stakesin kutsumista asiantuntijoista ja 
intressiryhmien edustajista (esimerkiksi ammattijärjestöt), lisäksi työskente-
lyyn osallistui muita kutsuttuja asiantuntijoita. Kaikkien asiasta kiinnostunei-
den osallistuminen asiakirjasta käytävään keskusteluun oli mahdollista Sta-
kesin verkkosivuilla. Esiopetuksen opetussuunnitelman perusteita laatimaan 
muodostettiin ohjausryhmä sekä opetushallituksen virkamiehistä ja ulkopuoli-
sista asiantuntijoista koostuvia työryhmiä.
Varhaiskasvatuksen kaksoiskoodeja
Edellä todettiin luhmannilaisen kasvatuksen binaarikoodin löytyvän oppilai-
den jaottelussa hyvin ja huonosti menestyviin, arviointi on keskeinen kaksois-
koodin sijaintipaikka. Esiopetuksen opetussuunnitelman perusteissa arvioin-
nista todetaan seuraavaa:
”Esiopetuksessa arviointi perustuu siihen, miten hyvin esiopetuksen yleiset tavoit-
teet ja mahdollisesti lapsen esiopetuksen suunnitelmassa tai muulla tavoin asetetut 
lapsen tavoitteet toteutuvat. Arviointia suoritetaan jatkuvasti opettajan ja lapsen 
vuorovaikutuksessa työskentelyn ja oppimisprosessin edetessä. Palautetta annetaan 
opettajan ja huoltajien sekä mahdollisesti myös lapsen kanssa käytävissä sään-
nöllisissä keskusteluissa. Opettajan tulee yhteistyössä muun henkilöstön kanssa 
edistää lapsen edellytyksiä itsearviointiin, mikä tukee erityisesti lapsen minäkuvan 
kehittymistä ja oman työskentelyn jäsentymistä. Arvioinnissa painotetaan lapsen 
kasvu- ja oppimisprosessin edistymistä pikemmin kuin vain tavoitteiden saavutta-
mista.” (Opetushallitus 2000, 15–16).
Esiopetuksen opetussuunnitelman perusteissa vältetään viittauksia numeeri-
seen arviointiin tai lapsen vertailuun ikäryhmässä, esiopetuksen luokittelu- tai 
valikointifunktiota ei kuitenkaan voida kokonaan välttää. Opetussuunnitelma-
tekstissä on viittaus siihen, millaista tulosta esiopetuksen tulisi tuottaa: puhu-
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taan esiopetuksen yleistä tavoitteista sekä lapsen henkilökohtaisista tavoitteis-
ta. Lasta on siis mahdollista arvioida binaarikoodin mukaisesti: hän on edennyt 
hyvin tai huonosti esiopetuksen yleisten tavoitteiden ja henkilökohtaisten ta-
voitteidensa mukaisesti. Kasvu- ja oppimisprosessin painottaminen arvioinnis-
sa ei sekään pelasta tältä: prosessi voi edetä hyvin tai huonosti. (Opetushallitus 
2000, 15.)
Esiopetuksen opetussuunnitelman perusteilla ja varhaiskasvatussuunnitel-
man perusteilla ei ole virallisesti määriteltyä keskinäistä suhdetta. Kumman-
kin todetaan erikseen ohjaavan valtakunnallisesti paikallisten suunnitelmien 
laadintaa. Kunnallisesta ohjauksesta puhuttaessa todetaan kunnan esiopetuk-
sen opetussuunnitelman ja varhaiskasvatussuunnitelman muodostavan lasten 
hyvinvointia, kasvua ja oppimista edistävän kokonaisuuden ja niiden välillä 
vallitsee jatkumo. (Stakes 2005, 7, 9.)
Varhaiskasvatussuunnitelman perusteissa asetetaan toiminnalle eritasoisia 
tavoitteita ja päämääriä: kasvatus- ja sisältötavoitteiden yläpuolelle sijoittuvat 
kasvatuspäämäärät. Kasvatuspäämäärät ilmaistaan määrittelemällä aikuisten 
tehtävät seuraavanlaisesti:
”Kasvattajien tehtävänä on huolehtia, että seuraavat koko elämää koskevat ihmi-
senä kasvamisen kolme kasvatuspäämäärää viitoittavat toimintaa tasapainoisesti 
ja riittävän syvällisesti:
henkilökohtaisen hyvinvoinnin edistäminen• 
toiset huomioonottavien käyttäytymismuotojen ja toimintatapojen vahvista-• 
minen
itsenäisyyden asteittainen lisääminen• 
Henkilökohtaisen hyvinvoinnin edistämisessä keskeistä on, että jokaisen lapsen yk-
silöllisyyttä kunnioitetaan. Henkilökohtaisen hyvinvoinnin edistämisellä luodaan 
perusta sille, että kukin lapsi voi toimia ja kehittyä omana ainutlaatuisena persoo-
nallisuutenaan.” (Stakes 2005, 13).
Varhaiskasvatussuunnitelman perusteissa asetetaan enemmän tavoitteita ja 
velvoitteita aikuisten toiminnalle kuin lasten toivotulle päätekäyttäytymisel-
le. Kasvatuksen tavoitteet ilmaistaan varhaiskasvatussuunnitelman perusteissa 
yleistasolla. Arviointiin viitataan lähinnä toiminnan laadun kehittämisen näkö-
kulmasta. Tekstistä löytyy binaarikoodiin viittaavia lausumia sekä toiminnan 
yleistavoitteiden kuvauksesta että erityistä tukea käsittelevästä luvusta.
”Kun lapsi voi hyvin, hänellä on mahdollisimman hyvät kasvun, oppimisen ja ke-
hittymisen edellytykset. Hän nauttii yhdessäolosta lasten ja kasvattajien yhteisössä, 
sekä kokee iloa ja toimimisen vapautta kiireettömässä ja turvallisessa ilmapiirissä. 
Lapsi on kiinnostunut ympäristöstään ja hän voi suunnata energiansa leikkiin, op-
pimiseen ja arjen toimiin itselleen sopivin haastein.” (Stakes 2005, 15).
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Edellä olevassa sitaatissa voidaan erottaa normatiivista ainesta, joka voidaan 
tulkita luhmannilaisittain ohjelmaksi, ehdoiksi, joiden vallitessa asiaintila voi 
saada koodin positiivisen tai negatiivisen arvon. Positiivinen arvo, onnistunut 
kasvatustulos, on saavutettu, kun lapsi nauttii yhdessäolosta, kokee iloa, ja on 
kiinnostunut. Toisaalta em. tulosten oletetaan syntyvän jo siitä, jos lapsi ”voi 
hyvin” – hyvin voiminen on kaiken oppimisen ja kehityksen lähtökohtana, tä-
män jälkeen voi alkaa turvallinen ympäristön tutkiminen ja oppiminen. Teks-
tissä velvoite hyvän tuloksen saavuttamiseksi asetetaan kasvatusmiljöölle, sen 
aikuisille. Millaisia johtopäätöksiä tehdään, jos tavoiteltua tulosta ei saavuteta: 
lapsi ei nauti yhdessäolosta toisten kanssa, ei iloitse oppimisesta eikä osoi-
ta kiinnostusta? Saako lapsi poikkeavan diagnoosin vai ponnistellaanko lisää 
ympäristön muokkaamiseksi suotuisammaksi? Kuinka monta ”kiinnostuma-
tonta” lasta tarvitaan, että toimintaa ryhdytään muokkaamaan? Jos ryhmässä 
on yksikin passiivinen lapsi, joka ei osoita oppimisen iloa, onko tällöin kysy-
mys lapsen vai kasvatuksen (ryhmän toiminnan) patologiasta?
Asiakirjassa esitetään ”normaalin” lapsen kuvaus, kuvaus lapselle ominai-
sista tavoista toimia ja ajatella. Kuvaus antaa suuntaviittoja, milloin kasva-
tuksessa on onnistuttu paremmin tai huonommin. Milloin lapsen uteliaisuu-
den puute ja haluttomuus oppimiseen tai aistien epätavallinen käyttö voidaan 
tulkita poikkeavaksi, riippunee henkilökunnan herkkyydestä, sietokyvystä tai 
ammattitaidosta poikkeavuuksien tunnistamisessa.
”Lapsi on synnynnäisesti utelias, hän haluaa oppia uutta, kerrata ja toistaa asioita. 
Oppiminen on lapselle kokonaisvaltainen tapahtuma. Lapsi harjoittelee ja oppii 
erilaisia taitoja, ja kohdatessaan uusia asioita lapsi käyttää oppimisessaan apuna 
kaikkia aistejaan.” (Stakes 2005, 18).
Asiakirjassa on myös määritelty lapselle merkityksellisiä kokemuksia ja lap-
selle ominaisia tapoja toimia: leikkiminen, liikkuminen, taiteellinen kokemi-
nen ja ilmaiseminen sekä tutkiminen. Lapsen ”erityisyyttä” arvioitaessa lähtö-
kohtana ovat vanhempien ja varhaiskasvatuksen henkilökunnan havainnot tai 
muulla tavoin aikaisemmin todettu tuen tarve. Tuen tarve voi olla kehityksen 
alueella tai se voi liittyä lapsen kasvuoloihin. 
”Lapsen tuen tarpeen arvioinnin lähtökohtana varhaiskasvatuksessa on vanhempi-
en ja kasvatushenkilöstön havaintojen yhteinen tarkastelu tai lapsen aiemmin ha-
vaittu erityisen tuen tarve. Lapsi voi tarvita tukea fyysisen, tiedollisen, taidollisen 
tai tunne-elämän tai sosiaalisen kehityksen osa-alueilla eripituisia aikoja. Tuen 
tarve voi syntyä myös tilanteessa, jossa lapsen kasvuolot vaarantavat tai eivät tue 
hänen terveyttään tai kehitystään.” (Stakes 2005, 35).
Asiakirjassa viitataan lakitekstiin, jossa puhutaan ’erityistä hoitoa ja kasvatus-
ta tarvitsevasta lapsesta’, kyseinen termi on korvattu määritelmällä ’erityinen 
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tuki varhaiskasvatuksessa’. Varhaiskasvatussuunnitelman perusteissa pyritään 
laaja-alaiseen näkemykseen lapsen tuen tarpeesta ja siihen vastaamisesta var-
haiskasvatuksessa. Tuki pyritään järjestämään mahdollisimman pitkälle yleis-
ten varhaiskasvatuspalvelujen yhteydessä. Keskeisenä pidetään ympäristön 
mukauttamista erityistä tukea tarvitsevalle lapselle sopivaksi. Myös toiminta 
tulee mukauttaa lapsen tarpeisiin. ’Varhaiskasvatuksen yksilöllistäminen’ viit-
taa päivähoitolain tarkoittamaan kuntoutussuunnitelmaan, joka on mainittu 
alaviitteessä. Varhaiskasvatusta toteuttavalle henkilöstölle osoitetaan vaativa 
tehtävä lapsen eri tahoilla laadittujen kasvatus-, kuntoutus- ja esiopetussuunni-
telmien sovittamiseksi yhtenäiseksi kokonaisuudeksi. (Stakes 2005, 36.)
Luhmannilainen kaksoiskoodi löytyy tekstistä termien ”yleinen” ja ”eri-
tyinen” avulla – näillä on korvattu esimerkiksi vanhahtavat ”normaalin” ja 
”epänormaalin” käsitteet, joiden avulla kaksiarvoisen koodin positiivinen ja 
negatiivinen ulottuvuus esitettiin nykyistä peittelemättömämmin. Normaalista 
ja epänormaalista puhumisen välttely, hyvän ja huonon kehityksen ulottuvuuk-
sien verhoaminen uudenlaisilla termeillä ei poista binaarikoodin logiikkaa, 
näin onnistutaan korkeintaan naamioimaan varhaiskasvatukseenkin sisältyvää 
luokittelufunktiota.
Koodeista kommunikaatioon
Varhaiskasvatussuunnitelman perusteissa mainitun erityisen tuen saaminen 
edellyttää yleensä lisäresursseja. Monet tukitoimet järjestyvät käytössä olevia 
resursseja uudella tavalla kohdentamalla ja muuttamalla työtapoja – toiminnan 
eriyttäminen on kasvatustyön tuttua arkea. Usein tarvitaan myös lisäresursseja. 
Lisäresurssien saaminen edellyttää kuitenkin yleensä kommunikaatiota toisen 
alajärjestelmän kanssa. Tämä saattaa tarkoittaa terveydenhuoltoa, lastensuoje-
lua tai jopa oikeusjärjestelmää. Esimerkiksi erityisavustajan saamiseksi tarvi-
taan lääkärinlausuntoa. Käännyttäessä toisten alajärjestelmien puoleen on var-
haiskasvatuksessa käytetyt koodit muutettava koodeiksi, joita osataan tulkita 
toisessa järjestelmässä. Kaikkien kommunikaation osatekijöiden – informaati-
on, ilmaisun ja ymmärtämisen – on osuttava kohdalleen jotta kommunikaatio 
toimisi. 
Havaitessaan lapsessa jotain huolta aiheuttavaa varhaiskasvatuksen hen-
kilökunta pohtii esimerkiksi, onko huoli ensisijaisesti kasvatuksellinen (op-
pimiseen, sosiaalisiin taitoihin jne. liittyvä), terveydellinen (somaattinen tai 
mielenterveydellinen) vai kenties lastensuojelullinen. Huolen aiheuttanut oire 
tai merkki on yleensä lapsen muuttunut käytös, joskus myös fyysiset merkit tai 
oireet. Ensimmäiseksi huoli ilmaistaan useimmiten työtoverille ja lähiesimie-
helle, tämän jälkeen päätetään, millä tavoin asia otetaan puheeksi vanhempien 
kanssa. Ohitse vanhempien ei ole tapana ottaa yhteyttä muihin asiantuntijoihin, 
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joskus voi kuitenkin olla tarpeen konsultoida yhteistyötahoja ilman, että lapsen 
nimeä vielä tuodaan esille. Vanhempia ohjataan ottamaan yhteyttä esimerkiksi 
terveydenhoitajaan, lääkäriin, perheneuvolaan tai puheterapeuttiin. Perhettä 
voidaan ohjata olemaan yhteydessä myös lastensuojeluun, mutta henkilökun-
nalla on lastensuojelulakiin (25§) perustuva ilmoitusvelvollisuus myös ohitse 
vanhempien, jos lapsen epäillään olevan vaarassa. 
Lapsen tuen tarvetta ja mahdollisia tukitoimia kartoitetaan yleensä palave-
rissa, johon osallistuvat lapsen vanhemmat, yksi tai useampi varhaiskasvatuk-
sen henkilökunnan edustaja sekä yksi tai useampi ulkopuolinen asiantuntija. 
Keskustelussa tuodaan esiin eri tahojen näkemyksiä lapsen oireista ja tuen tar-
peesta. Arnkil (2004) on kuvannut erilaisia tapoja järjestää neuvotteluja, joissa 
on läsnä henkilö, jota asia koskee, hänen läheisiään sekä ns. asiantuntijoita. 
Tällaisia verkostoihin ja neuvotteluun perustuvia työtapoja ovat esimerkiksi 
läheisneuvonpito, verkostoterapia, avoimet dialogit ja ennakointidialogit. Päi-
väkodissa käyty neuvottelu lapsen tarvitsemista päivittäisistä tukitoimista on 
sijoitettavissa jonnekin em. työtapojen lähimaastoon. 
Maturana ja Varela (1980) olettavat, että järjestelmien kytkeytyessä toisiin-
sa jollain tavoin – mikäli kytkeytyminen ylipäätään on mahdollista –, ne alka-
vat myös muuttaa toisiaan. Näin ollen sitkeän neuvonpidon ja toistensa työ- ja 
ajattelutapoihin tutustumisen voisi olettaa tuottavan myös parempaa kommu-
nikaatiota – edellyttäen, että kumpikin osapuoli voi säilyttää ”oman äänensä” 
ja äänivaltansa vuorovaikutuksessa. Arkikokemukset kuitenkin osoittavat, ettei 
kommunikaatio ole ongelmatonta sen paremmin eri hallintokuntiin kuuluvien 
palvelujärjestelmien välillä (esimerkiksi päivähoito/varhaiskasvatus ja perus-
koulu) kuin saman hallintokunnan sisällä. (Esimerkiksi päivähoito/varhais-
kasvatus ja lastensuojelu tai päivähoito/varhaiskasvatus ja terveydenhuolto)6. 
Millä tavoin yhdessä järjestelmässä tai järjestelmän osassa syntynyt kommu-
nikaatio on muunnettavissa kommunikaatioksi, joka saavuttaa vastakaikua toi-
sessa alajärjestelmässä on Luhmannin teorian peruskysymyksiä. Tiukimman 
tulkinnan mukaan aito kommunikaatio ei edes ole mahdollista autopoieettisten 
systeemien välillä. (Monk 2000, 362.)
6 Päivähoitolaissa 1973 päivähoidon kuntatason valvonta määriteltiin sosiaalilautakunnan tehtä-
väksi. Vuonna 2001 hallitus esitti, että kunnat voisivat halutessaan järjestää päivähoidon jonkin 
muunkin hallintokunnan alaisuudessa. (HE 124/2001 vp). Lainmuutosta vastustivat erityisesti 
vasemmistopuolueet sekä sosiaali- ja terveysalan ammattijärjestöt. Kompromissiratkaisun mu-
kaisesti kunnat voivat 1.8.2003–31.7.2008 välisenä aikana päättää järjestää päivähoidon esim. 
opetustoimen alaisuudessa. Vuonna 2007 38 kuntaa oli siirtänyt hallinnon opetustoimeen ja 9 
kuntaa muodostanut tarkoitukseen kokonaan uuden lautakunnan. (Kuntahaku 4.7.2007).
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Esimerkkejä kommunikaatiosta alajärjestelmissä
Varhaiskasvatuksen kytkentöjä muihin yhteiskunnallisiin funktiojärjestelmiin 
– varhaiskasvatuksen ”äänen” kuulumista muissa järjestelmissä – voidaan 
tarkastella luhmannilaisilla käsitteillä. Kartoitin varhaiskasvatuksen ja lasten-
suojelun yhteistyötä haastattelemalla päiväkodeissa työskenteleviä lastentar-
hanopettajia ja lastenhoitajia (N=19). Kolmen päiväkodin yhteistyösuhteita 
koskenut kartoitus antoi käsityksen yhteistyön luonteesta ja pulmista. Saman 
aineiston pohjalta on laadittu raportti, jossa yhteistyökysymyksiä käsitellään 
tarkemmin. (Onnismaa 1999). Eräs keskeinen kohta oli lasta koskevan huolen 
puheeksi ottaminen, jossa on kysymys sekä alajärjestelmän kommunikaatiosta 
ympäristössään (lasten perheet) että toisen alajärjestelmän kanssa (esimerkiksi 
lastensuojelu). Puheeseen ja kommunikaatioon viittaavaa oli aineistossa pal-
jon. Seuraavat esimerkit ovat tilanteista lasten vanhempien kanssa:
”Enää mä en kyllä arastele yhtään. Kyllä mä sanon, tulee mitä tulee, mutta kuten 
jo sanoin, täytyy miettiä ne sanat…”
”No ainakin etukäteen joutuu sanansa valitsemaan tosi tarkkaan.”
”Joskus tuntuu, että on liian hienovaraisesti sanottu, ei uskallettu puhua suoraan 
ongelmasta. Vaikea mennä sanomaan suoraan, kokee joskus, että puuttuu toisen 
ihmisen yksityiseen elämään.” 
Oikeiden sanojen löytämisen vaikeus koski erityisesti puhumista lapsen van-
hemmille, mutta siihen viitattiin myös viranomaisyhteistyöstä puhuttaessa. 
Yhteistyössä lastensuojelun kanssa nousi esille myös kolmas systeemi, oi-
keusjärjestelmä, omine kaksiarvoisine koodeineen; lastensuojelutoimenpitei-
tä varten oli turvauduttu lakimieheen, joka tulkitsi tilannetta laillinen/laiton 
-koodin näkökulmasta. Varhaiskasvatuksen ja psykologian koodi – lapsi voi 
hyvin/lapsi voi huonosti – osoittautui tässä asetelmassa heikommaksi; lapsen 
havaittua huonovointisuutta oli vaikea kääntää juridisessa järjestelmässä ym-
märrettävään muotoon. Toisessa alla olevassa sitaatissa lasta auttamaan pyr-
kivien arveltiin, jopa olevan ’lain vankeja’. Myös lastensuojelun asiantuntijat 
ovat kiinnittäneet huomiota ”juridisoitumiseen”, mikä viittaa pitkiin valitus-
prosesseihin ja monimutkaisiin oikeudenkäynteihin. (Sinko 2004.)
”Tehtiin virallista ilmoitusta, otettiin lakimies mukaan, tehtiin vaikka mitä. Mitä 
siitä oli hyötyä? Ei ole riittävästi todisteita. Taas sama jatkuu.”
”Mä en ollenkaan halua mennä sen taakse, että ’eihän meillä ole koskaan yhteistyö 
sujunut’. Ei ole kysymys siitä, heilläkin on vaikeaa. Niin kuin hekin siellä palave-
rissa sanoi, että he on sen lain vankeja. Mitä se yksi psykologi sanoi, että koskahan 
riittäisi se, että lapsella on paha olla.” 
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Aineistossa arveltiin myös, että varhaiskasvatuksessa ja lastensuojelussa voi 
vallita erilaiset hyvän lapsuuden kriteerit; luhmannilaisilla käsitteillä ilmaistu-
na kysymys on ohjelmista, jotka ratkaisevat kunkin tapauksen kohdalla koodin 
positiivisen tai negatiivisen arvon
”Se johtuu aika paljon siitä varmaan, kun isommissa kaupungeissa on lapsilla aika 
vaikeita ongelmia, että toleranssi on noussut sosiaalityöntekijöillä. Ei niitä voi ver-
rata… nämä on pieniä lapsia päiväkodeissa, ei tässä ole kuitenkaan monta vuotta 
siihen, kun ne hilluu tuolla… Se toleranssi on noussut ja mun mielestä pitäisi hy-
vissä ajoin aloittaa, ei voida sanoa, ettei voida hoitaa jos ’ei ole ongelmia.’ Kyllä 
tässä ongelmat on ihan selkeät, ei tässä liioitella yhtään.”
”Me kauhistellaan, että lapsen elämässä ’pitää olla laatua’ ja sille luetaan satuja 
ja viedään teatteriin ja uimakouluun ja…Ne elämän realiteetit on se raha ja duuni 
menee alta ja…”
”Ei suoraan (ole sanottu, että on liian keskiluokkaiset arvostukset), sanojen takaa 
tulee kyllä ihan selvästi, että ei tässä nyt kuitenkaan olla vielä niin syvällä ojas-
sa.”
”…eihän ne käytä vielä edes huumeita (meille sanottiin).” 
Resonanssin ongelma: miten saavuttaa vastakaikua?
Luhmann kuvaa järjestelmän ja ympäristön välistä suhdetta resonanssin kä-
sitteellä. Järjestelmät kykenevät reagoimaan ympäristöönsä vain oman raken-
teensa mukaisesti. Tätä voitaisiin kuvata myös lukko–avain -metaforan avulla. 
Biologiassa vastaava ilmiö on solukalvon ja solun ympäristön välinen suhde, 
fysiikassa järjestelmän resonoiminen vain tietyn ominaistaajuuden mukaisesti 
jne. Järjestelmän ja ympäristön välillä ei ole missään kohdin täydellistä vastaa-
vuutta vaan järjestelmä muodostaa joitakin valikoivia yhteyksiä, järjestelmän 
rajat itse asiassa suojaavat sitä ympäristön vaikutuksilta. Ilman resonanssin 
valikoivuutta järjestelmä ei erottuisi ympäristöstään eikä edes olisi olemassa 
järjestelmänä. (Luhmann 2004, 52–53; Diskurssianalyysi 2001.)
Yhteiskunnallisessa kommunikaatiossa – myös kasvatuksessa – ollaan si-
doksissa kieleen ja kielen avulla välittyvään taajuusalueeseen. Edellä kuvattiin 
esimerkkien avulla varhaiskasvatuksen pyrkimyksiä resonoida ympäristönsä 
kanssa. Luhmannin mukaan vastakaiku ei ole missään tapauksessa itsestään 
selvää, pikemminkin epätodennäköistä. Ympäristö voi kuitenkin ärsyttää jär-
jestelmää ja saada sen värähtelemään joillakin tasoilla, tätä Luhmann kutsuu 
resonanssiksi. (Luhmann 2004, 52.)
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Lopuksi
Luhmannin yhteiskuntateorialla on rajoituksensa ja heikkoutensa (kts. esim. 
Viskovatoff 1999), sitä voidaan pitää esimerkiksi jäykkänä tai pessimistisenä. 
Rajoituksista huolimatta pidän sitä hyvänä heuristisena työkaluna kasvatuksen 
ilmiöiden tarkastelussa. Kommunikaation pulmien osoittamisen ei tule kuiten-
kaan johtaa siihen, että luovutaan yrittämästä. Sosiaalisista järjestelmistä löy-
tyy kiistattomasti myös ihmisiä, toimijoita, joiden sitkeällä ja innovatiivisella 
työllä voidaan voittaa kommunikaation esteitä. Tukea ajatukselle saa myös 
Maturanalta ja Varelalta (1980), joiden mukaan järjestelmät kytkeytyessään 
toisiinsa tavalla tai toisella alkavat vähitellen myös muuttaa toisiaan. Tämä 
rohkaisee toisen osapuolen työ- ja ajattelutapoihin tutustumiseen, mutta tärke-
ää on myös pitää kiinni ”omasta äänestään” vuorovaikutuksessa. Täydellinen 
sulautuminen toisen järjestelmän toimintalogiikkaan merkitsee luhmannilaisit-
tain sulautuvan osapuolen hajoamista ja häviämistä. 
Varhaiskasvatuksessa tämä on tarkoittanut mm. sitä, on pitänyt varoa muut-
tumista sen paremmin pikkulasten kouluksi kuin sosiaalityöksi – tai kutistu-
mista jommankumman kylkiäiseksi. Kahden ison järjestelmän rajapinnalla 
toimiminen on ollut varhaiskasvatukselle haastava tilanne, koska omimmalle 
identiteetille ei löydy tukea kummastakaan isosta systeemistä. Identiteetti ja 
systeemin rajat on lunastettava ja uusinnettava päivittäin omalla toiminnallaan. 
Varhaiskasvatuksen omaleimaisuus on sen tärkein voimavara, silloin se voi 
myös olla tasavertainen neuvottelukumppani muille yhteiskunnan järjestelmil-
le. Ainoastaan omaleimaisuutensa säilyttämällä varhaiskasvatus lunastaa paik-
kansa lasten ja perheiden elämän yhtenä laatutekijänä. Viime kädessä tärkeintä 
on kunkin järjestelmän kyky täyttää yhteiskunnallinen perustehtävänsä – tässä 
tapauksessa laadukas julkinen varhaiskasvatuspalvelu. 
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Special needs of children under 3-year-olds
in day care centres
Anna-Leena Lastikka
Introduction
Nobody can seriously argue that the fi rst three years of child has no effect 
on child’s cognitive, social and emotional development. Quite the contrary, 
several research fi ndings can show that the fi rst three years are the foundation 
for later development E.g. in Finland, the focus of the early childhood educa-
tion research has currently been on the pre-school children. For this reason, 
it is crucial to pay attention to the research of day care for children under 
3-year-olds. This article is concerned with the Finnish day care project called 
as Kangaroo Project aiming to study the prerequisites of well-being and de-
velopment among children in order to develop caregiving practices supporting 
optimal early growth and development. My doctoral thesis afoot is part of the 
Kangaroo project. 
The article presents background and earlier research fi ndings for the re-
search. After this theoretical background, research questions for my doctoral 
study, the type of collected data and research methods are introduced. 
Background for the research
My personal history with the small children started in one sense in year 1977, 
when I started my “day care career” at the age of six months. The best memo-
ries relate to playing with other children and to adults who I could trust and 
rely on. Thus, to no-one’s surprise, I graduated as kindergarten teacher at the 
University of Helsinki in 2001. Working in day care centres I often found my-
self dreaming of doing research on various subjects. Finally, this lead to con-
tinue my post-graduate studies in early childhood education. I was fortunate to 
get involved in the pilot study of the Kangaroo project in which I fi nished my 
master’s thesis. The object of this research was children under 3-year-olds and 
their caregivers in four different day care groups. The main focus was to answer 
to the following question: “How did the child involvement and the adult engage-
ment develop during one year?” (Julkunen 2004). My knowledge and interest 
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in the children under 3-year-old deepened during the research, which was the 
reason for the doctoral thesis being in process. 
After my graduation I started to work in a pilot study of the Kangaroo 
Project carried out in 2002–2003 among children under-3-year-olds in sev-
eral day care centers in Helsinki. The aim of the pilot study was to increase 
the wellbeing of under-3-year-olds in day care and to foster optimal social, 
emotional, and cognitive child development aiming to develop new strategies 
and tools for the use of practitioners at day care centers. The development of 
the children’s attachment relationships was a primary focus of this research, 
including its effects on the children’s overall development. 
The pilot study was followed by the Kangaroo project in Espoo and Van-
taa, starting in 2005, with the data collection carried out during the academic 
year 2005–2006. The project was carried out by the Collaborative Unit on De-
velopmental and Personality Psychology and Early Childhood Education and 
Elementary Education of the Department of Applied Sciences of Education at 
the University of Helsinki.
The primary aim of the project is to investigate, within a day care context, 
the prerequisites of healthy psychological development in the children and to 
develop caregiving practices ensuring optimal early development. In practice, 
this refers to a psychological environment supporting the infant–caregiver at-
tachment relationship on the one hand and that between infants and parents on 
the other hand. Within this context, the practice of assigned a permanent pri-
mary caregiver to each child at day care was the key interventive strategy em-
ployed and the main focus of this research. The children’s age-specifi c needs 
formed the basis for the intervention, which was implemented in experimental 
day care centers in Espoo. More specifi cally, the children’s “own” day care 
caregivers took primary responsibility for introducing new children and their 
parents to the day care center in order to facilitate the children’s adjustment, 
further spent as much time as possible with the children assigned under their 
care and closely interacted with these children’s parents on a regular basis.
Other objectives of the study were the identifi cation of general risk fac-
tors related to day care such as large group size, high noise levels, and long 
days spent at day care, and the clarifi cation of the role of individual differ-
ences between children, particularly temperament differences, in the overall 
development of children. The children’s wellbeing at day care was evaluated 
from different perspectives, including assessments of the infant–caregiver at-
tachment relationship, the children’s social behavior, the children’s level of 
involvement in their activities, their developmental progress in central areas 
of development, daily amounts of crying, measures related to the beginning of 
day care, and overall quality of care. Data were also collected on the views and 
experiences of the caregivers (e.g., job satisfaction, child care attitudes, evalu-
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ation of the new working method) and on the quality of the parent–caregiver 
relationship.
Permanent primary caregiver as research interest in Finnish 
context
In Finland, the practice of assigned a permanent primary caregiver for each 
child in day care and the care where the special needs of children under 3-year-
olds is being paid attention to, have been studied in different districts. Here 
the focus is on the two projects. The fi rst is Helping Young Children Grow 
-project, which was carried out during 1996−1998 at the Soukankuja day care 
centre in Espoo. (Lund 2003) The other project, also called Helping Young 
Children Grow, was carried in Kuopio during 2001−2003. (Tuliharju 2004)
Background for helping young children grow-approach
Helping Young Children Grow –approach is based on the work done by Erna 
and Robert Furman at the Cleveland Center for Research in Child Develop-
ment in the USA. They started developing new practices into day care at the 
1950´s in order to support parenthood and child development. The starting 
point is that the relationship between child and mother, which satisfi es child’s 
needs, is crucial. (Furman 1987.) The care should offer opportunity to build 
and maintain an attachment relationship between child and mother. Therefore, 
it is important that day care is helping in maintaining and supporting the at-
tachment relationship. A child needs a permanent caregiver, who can help to 
maintain the image of the primary caregiver during the day care day. When the 
caregiver in day care is able to create a close relationship to child and parents, 
the individual needs of child are better responded to.
Helping young children grow–projects in Finland
The Soukankuja Day Care Centre in Espoo participated the Helping Young 
Children Grow -project during 1996−1998, and the centre has continued in 
practicing the approach. (Lund 2003) The project was carried out by Tarja 
Lund, who worked as a consultant for the day care workers. The object was 
to develop co-operation between parents and caregivers, and to support the 
attachment relationship between child and parent. The activities were in small 
groups of children. The personnel at the day care centre reported that they 
know and understand children and their parents better than before the project, 
they have more time to listen and help children, working is more peaceful and 
children feel more secure. (Booklet of Soukankuja Day Care Centre 2002.) 
They also reported that there were less crying and sicknesses, the activities 
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were planned according to children, working was less stressful and the sig-
nifi cance of interaction was understood. Generally speaking, the relationship 
between caregivers and their “own” children was easier and closer. Also the 
relationship to parents improved during the project. 
The Helping Young Children Grow -project in Kuopio was carried out dur-
ing 2001–2003. (Tuliharju 2004) The objective was to develop the co-oper-
ation between day care, child psychiatry and parents in order to support the 
healthy physical development of child in day and prevent later physic distur-
bances. The project was directed to day care of children under 3-year-olds. The 
central themes were parenthood and attachment relationship, which are crucial 
to healthy development of child. The methods were consultation and training 
of workers in day care, and developing new working and care practices of 
which the practice of assigned a permanent primary caregiver was the most 
crucial. The results show that the co-operation between caregivers and parents 
increased, improved and got easier. Also the encounters of children and parents 
were more individual, deeper and easier. The attachment relationships were 
formed faster and were more secure in the intervention groups. During the 
project it was experienced that the practice of assigned a permanent primary 
caregiver for each child and the close co-operation with parents helped chil-
dren to form the attachment relationship in day care and at the same enables 
child to have a more secure relationship with the caregiver. It was also reported 
that the atmosphere in the intervention day care groups was more calm and 
balanced. 
Theoretical background and research questions 
The research goal is to analyze the day care of children under 3-year-olds and 
especially the practice of assigned a permanent primary caregiver for each child. 
The study tries to explore both pedagogical and psychological aspects, specifi -
cally the following aspects: children’s level of involvement in activities, the 
experiences of caregivers and parents, and infant–caregiver attachment relation-
ship. Also the amounts of crying and noise level are being explored. 
The specifi c research questions are as follows: 
Is there a connection between the practice of assigned a permanent 1. 
primary caregiver for each child and children’s level of involvement in 
their activities? 
How the parents experienced the practice of assigned a permanent pri-2. 
mary caregiver for each child?
How the caregivers experienced the practice of assigned a permanent 3. 
primary caregiver for each child? 
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Is there a connection between the practice of assigned a permanent pri-4. 
mary caregiver for each child and the secure attachment relationship 
between child and his caregiver?
What effects the practice of assigned a permanent primary caregiver 5. 
for each child does have on the amounts of crying and noise level?
The main interest is to study the practice of assigned a permanent primary 
caregiver for each child and its effect on children’s involvement. By assessing 
the level of involvement it is possible to fi nd out how meaningful the activities 
are for children. 
The quality of early childhood education plays an important role (Pascal, 
Bertram, Mould & Hall 1998). Ferre Laevers (1995) has developed the Leuven 
Involvement Scale for Young Children (LIS-YC), which tries to assess quality 
in relation to children and pedagogical process, not the outcomes. This instru-
ment measures how absorbed and motivated a child is in his activities. Accord-
ing to Laevers, in order to have deep level learning, involvement is required. 
The hypothesis in my research is that those children who had the practice of 
“own primary caregiver” in their day care groups, were more involved in their 
activities.
The second goal is to explore the experiences of parents about the practice 
of assigned a permanent primary caregiver. The third goal is to study the co-
operation between the caregivers and parents is to be explored. Many parents 
expect quality of their children’s day care: the ideology of quality has come 
part of the early childhood services (Rinkinen 2002). In many countries it has 
been noticed that it is easier for families to take advices or support by early 
childhood education services compared to other services in the society (Kesk-
inen 2003). Partnership between parents and educators is seen very important 
in the Finnish National Curriculum Guidelines in Early Childhood Education 
and Care, which uses the term ECEC partnership. It is more than co-operation; 
it requires mutual, continuous and committed interaction in all matters. (Na-
tional Curriculum Guidelines on Early Childhood Education and Care 2003). 
The fourth objective is to study the attachment relationship between child 
and caregiver. The purpose is to research the quality of attachment comparing 
those day care groups practicing the system of “own primary caregiver” with 
those groups, which did not practice the system. The hypothesis is that those 
children, who had permanent primary caregivers, are more securely attached 
to their caregivers. 
There is a lot of research on the relation between attachment and later psy-
chological development, and the results of the effects of attachment relation-
ship are unanimous. What is the defi nition of attachment and what does it mean 
to child? According to John Bowlby attachment is an emotional bond, which 
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humans create in order to feel secure. Relatively strong and stable attachment 
is needed for the good development of child. (Bowlby 1982). Attachment is 
fi rst seen as child’s strong dependence on his caregiver and as a need to be in 
constant contact. The caregiver should be physically and emotionally present 
and fulfi l child’s needs. 
Research on the quality of attachment between child and caregiver in day 
care has shown that it does not depend on the attachment between child and 
his parent. (Goossens & van IJzendoorn 1990; Yli-Luoma 1996) Therefore it is 
possible that early childhood education, which takes children’s needs into ac-
count, can offer children who are insecurely attached to their parents, a secure 
attachment in day care. 
There has been some research on developing day care in relation with the 
attachment theory. The day care developing project of Kuopio (Tuliharju 2004) 
and the pilot study of the Kangaroo Project (Rawlings 2004) show that the 
practice of assigned a permanent primary caregiver for each child promotes 
the secure attachment between child and his primary caregiver. Also Rusanen 
(1995) has examined the individual care of child in relation with the attach-
ment theory. The goal was to explore if it is possible to reduce the problematic 
behaviour of children in day care and by what means. There was a program 
called “Children’s individual needs in day care” in the intervention groups, 
which meant that the care routines were predictable and responsive for chil-
dren and caregivers were more present. The results show that the intervention 
helped children who were reported as problematic but also children with no 
problematic behaviour. Also the co-operation with parents and the support by 
co-workers improved. 
The fi fth goal is to study the amounts of crying and noise level in day care 
groups. The hypothesis is that those children who had own primary caregiver 
cry less, because they feel more secure and their needs are better observed. One 
of the general risk factors of day care is high noise level, so in this research also 
noise level will be studied; the hypothesis is that noise level is lower in those 
day care groups, which assigned the permanent primary caregiver, because 
most of the activities in day care were in small groups of four children. 
The time children spend in day care is generally speaking a very large part 
of the active time children are awake. This in turn means that the day care child 
receives has a great impact on the acquisition of language. (Sala 2001.) There-
fore day care should offer children opportunities to learn language in different 
situations. In respect with language learning the ability to extract words from 
speech and code them is important (Newman, Ratner & Jusczyk 2006). Noise 
in day care groups makes it diffi cult for children to hear and concentrate (New-
man 2005). Also big groups in day care and the used practices increase noise 
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(Sala 2001). Noise level and the amount of crying are connected; therefore the 
problems connected with noise level are also valid with the amount of crying. 
Data collection and methods
The research data was collected in the academic year 2005–2006 in 14 day care 
groups of children under 3-year-olds. The intervention i.e. the practice of as-
signed a permanent primary caregiver for each child was implemented in nine 
day care groups in Espoo. The fi ve comparison day care groups were in Vantaa. 
In the beginning of the research there were 146 children and 56 educators. In 
spring 2006 there were 106 children and 53 educators left in the research. 
The research data has been collected by students and research assistants in 
psychology and early childhood education. I participated in collecting research 
data as a research assistant. 
The used research methods were observation and questionnaires. In assess-
ing the involvement of children the used procedure was the Leuven Involve-
ment Scale Young Children (LIS-YC). (Laevers 1995) The involvement of 
each child was assessed in different play activities in autumn 2005 and spring 
2006. 
In exploring attachment, the used procedure was Attachment Q-sort, which 
was originally developed by Waters and Deane. (Waters & Deane 1985) Waters 
(1995) has modifi ed this original procedure into a version with 90 statements, 
which was used in the Kangaroo Project. The procedure makes it possible to 
assess the attachment relationship between child and adult who is the primary 
caregiver. After observing the behaviour of child the attachment relationship 
is assessed by 9-point scale. The observations were done in autumn 2005 and 
spring 2006: the fi rst observation was done on the child’s 16th day in day care. 
The second observation was done in late April or the beginning of May. 
To study the experiences of parents and caregivers about the practice and 
the co-operation different questionnaires were used. For parents there was a 
questionnaire for evaluating the used practice. It was developed for the project 
and was fi lled in at the end of the project, in May 2006. The questionnaire 
contained questions about the positive and negative effects on their child and 
the day care group and on the co-operation between families and caregivers. 
Parents were also asked about the things which may promote, complicate or 
prevent using the practice of assigned a permanent primary caregiver. The 
questionnaire for caregivers contained the same questions and was also fi lled 
in at the end of the project. 
For studying the effects on the co-operation between parents and caregivers 
a questionnaire for parents was developed. It contained 27 different arguments 
concerning the co-operation, which were indicated by 5-point scale. There was 
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also one question in which parents were asked to give general estimation of 
the co-operation. Furthermore there was one question which tries to explore 
whether parents communicate more with their child’s own caregiver or equally 
with all caregivers. The questionnaire was fi lled in twice, in autumn 2005 and 
spring 2006. 
The caregivers´ experiences of the co-operation were studied with the 
questionnaire done for the project. There were 15 arguments concerning the 
co-operation, which were indicated by 5-point scale. As for the parents, there 
was furthermore one question in which caregivers were asked to give general 
estimation of the co-operation. The questionnaire was fi lled in twice, in au-
tumn 2005 and spring 2006. 
The noise level was measured by recordable sound level meters for one day 
(eight hours) in autumn and spring in every day cay care group participating 
the project. The caregivers had to fulfi l a form in which they marked the differ-
ent activities and the number of children. 
In exploring the amount of crying in day care groups Baby’s Day Record 
(Barr, Kramer, Boisjoly, McVey-White & Pless 1988; Hunziger & Barr 1986)) 
was revised for the purposes of the Kangaroo Project. The amount of crying 
in one day care group was marked into a form in which following details were 
observed: how many children were crying in particular moment, how many 
minutes children were crying (in one minute detail), how many children were 
present, and arrival/leaving times to/from the day care centre. The measurement 
was done in two different days in October 2005 and in two different days in 
May 2006.
Benefits of expected results
Finding answers to the research questions of this study will offer tools for the 
development of day care and also practical tools for caregivers at day care cen-
tres. Also the kindergarten teacher education and research will have benefi ts 
from the study. Even though it is not common in Finland to offer guidelines—
they are usually protested against—it is, in my opinion, extremely important 
to fi nd recommendations for day care of children under 3-year-olds in order to 
improve the quality of early childhood education. Offering children care and 
optimal day care environment, which takes into account children’s individual 
developmental needs, will most importantly increase the wellbeing of children 
but also the wellbeing of caregivers and parents. 
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Coping of trainee-teachers in influencing pupils’ 
study environment
Inge Timoštšuk
Introduction
During vocational studies students prepare themselves for working as a teach-
er, an important part of the studies being teaching practice. During teaching 
practice, theoretical knowledge is bound to vocational activity at school and 
students give thought to their experience.
During teaching practice students apply and improve their primary profes-
sional skills. First experiences include both success and failure, but despite of 
failures students understand the necessity for teaching practice. The impor-
tance of teaching practice is also recognized by teachers and school leaders. 
However, the school leaders stress clearly that an important part of teaching 
practice is a pupil and this is certainly true. Pupils learn on the support of adults 
and during teaching practice pupils’ own teacher is accompanied by a trainee-
teacher, who has great impact on what happens in the classroom. The nature of 
the impact is dependent upon the trainee’s personal identity and professional 
skills. One possibility to analyze the study environment during teaching prac-
tice is to study students’ assessment on their own coping during their practice. 
Next, teaching practice as primary vocational work experience is described and 
the assessment on the practice by students in Tallinn University is studied. 
Based on the assessments by the students, the aspects that most infl uence 
the raising environment of pupils during teaching practice are analyzed. These 
aspects should be taken into account in further development of teacher train-
ing. 
Teaching practice as students’ primary vocational work 
experience 
During teaching practice students are in the role of a teacher, whose main task 
is to motivate and activate students to study (Jyrhämä 2006: 56). At the same 
time students act as learners. In the end of teaching practice, students have to
1. see the connections between school reality and the knowledge acquired 
within subject didactics course, to be able to function at school and un-
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derstand the surrounding operation from the point of view of a teacher 
and to understand the different (including extra curricula) tasks of a 
teacher. 
2. be able to carry out subject lessons
a. understanding the role of professional knowledge, as well as skills 
and values related to these in the development of pupils,
b. knowing the content of the subject,
c. functionally using teaching methodology.
Such expectations are an integral part of the principle that primary education is 
one component of life-long learning. 
Most teaching situations are unique and learning from them requires time 
and skills. Analyzing one’s own activity and planning and applying new ac-
tivities based on the deductions is parallel to improving so called technical 
teaching methods. 
Applying pedagogical knowledge is strongly infl uenced by students’ own 
emotional experiences and knowledge and attitudes originating from these, 
which again have and impact on the emotional environment in the classroom 
(Zembylas 2007). 
As a result of such activity that is infl uenced in various ways, students 
learning to be teachers require constant support from their supervisors through-
out the practice period. The result of skillfully supervised teaching practice is 
cognition of one’s own professional strengths and aspects that still need to be 
developed. It is vital that students have deep interest towards their professional 
development. Besides many social aspects (salary, work load, social status), an 
important role in the formation of such interest is played by personal experi-
ence in cooperation with different people, who students contact during their 
teaching practice. The sense of belonging into a professional community and 
trust towards supervising teachers at school and at the university encourage 
and motivate students to apply their theoretical knowledge in practical work 
and to develop their professional development. 
Cooperation network supporting students’ coping during 
teaching practice
Completing the clearly defi ned assignments (e.g. organizing group work 
during a lesson, giving feedback on a written assignment, keeping learning 
records, etc.) given to the students and learning from these is to a great extent 
infl uenced by students’ individual qualities (incl. knowledge and skills, moti-
vation, emotional state, ways of studying, etc.) as well as school context and 
the impact of the university. 
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The study experience of students learning to become teachers is not easily 
generalized, since it is dependent on pursuing many different study results and 
is simultaneously open to numerous infl uences (Hauge 2000: 159). Also the 
professional ‘journey’ of teachers is infl uenced by a number of factors and has 
different goals and therefore differs from teacher to teacher (Huberman 1993: 
245). Learning often occurs through imitating what is considered useful or 
valuable. The same applies also to the forming of professional skills. Students 
have personal study experience at school and at the university; they observe 
the classes and other activities by teachers supervising the teaching practice 
and learn from these. How can one avoid the threats posed by social learning 
and use its facilities during teaching practice, knowing that a potential threat is 
modeling such a behavior, which might be inappropriate in the given situation? 
One has to consider that a number of factors support learning and the devel-
opment of professional identity, in case discussion and feedback on teaching 
experience happen through dialogue in intimate cooperative atmosphere. Sim-
ply put, students learn from their teaching practice, if they understand that the 
change they underwent (or plan to undergo) is valuable and essential to the 
particular professional community. 
Learning can be seen as active participation in the practical activity of so-
cial communities and building one’s own identity in connection to the par-
ticular community (Wenger 2004: 4). But a community is not formed every 
time a group of people incidentally communicate, as recognized by Fukuyama. 
True communities are connected by common values, norms, and experiences 
of their members. The deeper and stronger are the common values, the stronger 
is the solidarity of the community (Fukuyama 2001: 26). 
The students learning to become teachers, lecturers and teachers supervis-
ing the teaching practice to a smaller or greater extent share values and norms 
characteristic to teachers’ community, these norms and values according to 
Imantsi (2003) being common focus on pupils’ learning, refl exive dialogue, 
shared practical experience, cooperation—including sharing knowledge, coop-
eration in preparing study materials and compiling curricula, elaborating new 
approaches to promote professional development (Imants 2003: 296). Howev-
er, there is often lack of time or motivation to discuss common understandings 
in a more detailed way (Korthagen et al. 2006). People are rather reconciled 
with assumptions on the opinions of others and it is often presumed that what 
is characteristic to oneself is also characteristic to others. Such a presumption 
is not applicable as a basis of cooperation. One should rather proceed from the 
idea that every person has different experience and preparation and for the sake 
of a successful teaching practice these differences have to be discussed and a 
personal strategy to achieve the desired objective (effective teaching) should 
commonly be planned. 
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Also pupils are involved in the leeway; they cannot simply be considered 
as the objects of teaching. 
The personal identity and raising environment in turn are the infl uencing 
factors of the work of the future teachers and their supervisors and vice versa. 
In a learning situation all parties infl uence each other, but the teacher is re-
sponsible for the pupils and the supervisor for the supervised in guiding these 
infl uences in such a way that it would enable everyone to learn. 
Students learn to become teachers and at the same time they teach their 
pupils. In this activity students certainly fi nd support from knowing that before 
them, a professional has worked with the pupils, who has created a strong 
basis for their learning skills and has supported their learning in a way that it 
has enabled them to reach the desired goals stated in the curriculum and in the 
teacher’s work plan. After students’ teaching practice, teaching is taken over 
by a teacher, who, using his experience can rapidly fi nd and, if necessary, cor-
rect the possible mistakes or shortcomings. The supervising teacher is by the 
side of the student and pupils throughout the teaching practice and therefore 
the possibility of surmountable failures is minimal. Thus students can focus on 
their cooperation with students, but the less experienced in teaching students 
are, the more diffi culties they have in noticing pupils. The more experience 
students have, the more they can replace their own standpoints with the ones 
of the teacher. Novice teachers are more involved with their own coping than 
with the coping of pupils in the study environment. It means that the risk for 
possible social and emotional problems in the classroom is big. To what extent 
do students sense the risk is shown by the following empirical study. 
The background and methodology of the empirical study
The students of Tallinn University carry out their teaching practice in various 
educational establishments in Estonia, most of which are general education 
schools. Whereas the university does not have its own practice schools or so 
called schools of professional development, the personnel of which we work 
side by side every day, the personal contacts and professional communica-
tion between the university lecturers and teachers is limited with the period of 
teaching practice and the time dedicated to the preparations and concluding 
the practice. To analyze its activity, the university needs feedback on teach-
ing practice, which is regularly collected using unifi ed approach. Feedback 
concerning teaching practice has been collected from students and supervising 
teachers since 2000. 
To get feedback on the second main teaching practice in the academic years 
2003/2004 and 2004/2005, a web-based questionnaire was composed. To draw 
comparisons, also the data collected in the academic year 2000/2001 has been 
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used. E-form freeware was used to collect the data. Some of the items in the 
questionnaires were multiple choice questions, some were open questions. The 
fi rst year 223 students fi lled in the questionnaire and 198 students the next 
year. 
Concerning the data, the frequencies of choices of answers were elicited 
by questions. In assessment 5 grade scale was used, where 5 was the highest 
and 1 was the lowest. Open questions were grouped on the ground of similar 
qualities. 
Among other things students were asked the following:
How would you assess your contentment with the teaching practice?
How would you assess your preparation for the teaching practice?
Did you acquire enough knowledge on subject didactics?
Was your knowledge on the subject suffi cient?
Was preparing for and carrying out the lessons accomplishable?
Did cooperation with students pose problems to you and to what extent?
To what extent did your skill of self analysis and independent work im-
prove?
What surprised you in the teaching practice?
What was positive in the teaching practice? What was negative?
Results
The assessments of students on their coping during teaching practice
The comparing analysis of two years shows some signs about the nature of the 
infl uence students’ teaching practice probably has on pupils’ study environ-
ment. Primarily, students’ assessment on their coping and feeling as well as 
their general assessment on the teaching practice is considerable. 
Students were asked to assess their contentment with the teaching practice 
and the results were positive. Most of the respondents through three years (n – 
622) were generally satisfi ed with the practice (see fi g. 1). 87% of the respond-
ents regarded the practice as a very good or a good experience (mark 5 or 4). 
Approximately 9.3% of the respondents regarded the practice as a suffi cient 
experience (mark 3). 1.5% of the students were dissatisfi ed (mark 2 or 1) with 
the practice. Contentment with the teaching practice has increased throughout 
the years. In academic year 2000/2001, 27% of the respondents assessed their 
contentment as very good, but in 2004/2005 the relevant percentage was al-
ready 61. In 2000/2001 the number of students, who were dissatisfi ed with the 
teaching practice was 7, by 2005/2006 it had decreased to three. This tendency 
can partly be explained by the university’s greater attention to the organization 
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of teaching practice and to the development of its content. It was in the begin-
ning of 2000 that the unit responsible for developing teaching practice was (re)
founded within the faculty of educational sciences. 
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Figure 1. Students’ contentment with teaching practice
In order to measure contentment more precisely, students were asked to as-
sess:
1. school’s readiness to receive students,
2. organization of practice by the chair of specialization,
3. agreement of the subject didactic studies to the school reality,
4. the adequacy of the level of students’ professional knowledge with the 
content of teaching practice,
5. feasibility of preparing and carrying out lessons,
6. improvements in independent work skills and self evaluation skills,
7. cooperation with pupils,
8. subjective feeling.
Next, the results of the answers, which should express students’ readiness to 
cope during teaching practice the most, are presented. 74% of the students (n 
– 421), who participated in the second stage of teaching practice in 2003/2004 
and 2004/2005 have assessed their subject didactic knowledge with marks 5 or 
4. 21.5% of the respondents have assessed their didactic knowledge suffi cient. 
Only 4.5% of the students believe that their knowledge is insuffi cient. Also in 
subject related knowledge contentment is assessed rather highly. 48% of the 
respondents regard their knowledge as very good or good (marks 5 or 4) and 
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only 2% is dissatisfi ed with their knowledge. 15% of the respondents believe 
that their knowledge is suffi cient (see Results of the feedback in 2003/2004 
and Results of the feedback in 2004/2005). 
Additionally, the positive and negative aspects of the teaching practice are 
studied. The pertinent results enable to better understand the factors infl uenc-
ing their coping during teaching practice. 
Positive aspects
Students experienced many positive things during teaching practice. Most 
pleasurable was communicating with pupils; 40.6% of the students (n – 419) 
pointed out an aspect connected with students (see fi g. 2). Some examples of 
students’ opinions:
it was nice to see that pupils accepted me
it was great to communicate with the pupils also out of class
pupils were active and apt to do things
pupils were inquisitive.
A great deal of positive experience was connected with cooperation with teach-
ers. This positive aspect was mentioned by 29.8% of the respondents (see fi g. 
2). Supervisor’s openness and readiness to help students was pointed out. It 
was said that due to the supervisor, students felt expected and appreciated at 
school and that it was good to analyze one’s activities with the supervisor and 
to reach new solutions. 
Teaching process offered positive experience to 27.9% of the students (see 
fi g. 2). They described it in the following ways:
It was great to prepare for the lessons, to look for interesting material and to organ-
ize it, it was interesting to observe pupils’ development. 
Many of the respondents (26.3%) considered the school’s provision with tech-
nical equipments and other study aids notably positive (see fi g. 2). 
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Figure 2. Positive aspects concerning teaching practice
18 respondents of all the students (n – 419), who answered this question in the 
two academic years under question found nothing positive in teaching prac-
tice. Evidently negative experiences have surmounted the positive ones. 
Negative aspects
Many of the respondents (28.4%) found nothing negative in the teaching prac-
tice that would be worth mentioning. The respondents (n – 419) believed that 
the most negative experiences were connected with students with behavioral 
and learning diffi culties (22.9%) as well as the problems related to supervising 
(13.1%) and issues related to material possibilities (12.4%) (see fi g. 3). 
Some examples of students’ opinions on what was negative in the teaching 
practice:
it was diffi cult to integrate the functions of subject teacher and class teacher,
supervisors had extremely high expectations from students as teachers,
pupils were undisciplined and problematic in other ways too,
lots of time was spent on preparing for the lessons,
supervision from the school was rather low-leveled, 
there were problems with copying handouts and using study aids,
insecurity in teaching a subject,
school’s uneasy atmosphere,
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teachers regard students as rivals,
there are too many pupils in the class.
Students regarded outside factors as a greater source of stress than inner factors 
(e.g. one’s own subject related training or lack of cooperation skills). Both the 
low level of supervision and the distance between students and teachers are 
clearly distressing aspects, which indicate to shortcomings in the work culture 
of practice schools and the university. The worries based on practical matters 
are also understandable. It is diffi cult to show and improve one’s teaching skills 
in a class, where there are more than 30 pupils and not enough study aids. 
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Figure 3. Negative aspects concerning teaching practice
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When students were asked, what surprised them the most in the teaching prac-
tice, both positively and negatively, the answers to both of the questions were 
connected to pupils. 
Conclusion and discussion
According to students, most of the problems during teaching practice are re-
lated to pupils. At the same time, most positive experiences are also connect-
ed with pupils. This conclusion is in accordance with the understanding that 
students complete teaching practice in order to practice coping with pupils. 
Teacher is the person, who teaches children, reacts to their behavior, praises 
and reprehends them. On the other hand it raises the question, how realistic are 
students’ expectations on pupils’ behavior. Are pre-set attitudes (both positive 
and negative) too much infl uenced by personal bias? If that is so, inadequacy 
of the expectations causes tensions, which are to be relaxed by the supervising 
teacher. If the supervisor is not ready for that, the tension remains and infl u-
ences the study environment in the class. Therefore, more attention should be 
paid to clearing up students’ expectations and attitudes and to give feedback 
on these. 
Analyzing students’ answers, it can be concluded that factors from out-
side are regarded as problems. Problematic situations are perceived personally 
negative. Such a situation comprises two different pedagogical problems: how 
to help students to understand their involvement in the emergence of problems 
and how could they participate in solving it? Again the supervisor’s role aris-
es—students need constant support in self evaluation. Thus, the feedback form 
supervising teachers or supervising lecturers should not be limited to assess-
ing students’ activity. More attention should be paid to planning the activity, 
including closely describing and analyzing the objectives of students’ activity 
and supporting their self evaluation. 
Comprehensive feedback requires time and experience from the supervi-
sor. It is not easy to bind such an organization of work with the rhythm of a 
regular general education school and that of the university. If a student carries 
out a lesson instead of the teacher and breaks are the only time left for analyz-
ing student’s activity, all emerging problems are not immediately solved or 
relieved. Problems pile up, causing stress in the student and refl ect also in the 
study environment of the class. 
Lack of time can be relieved by common goal of the lecturer, teacher and 
student to support learning in the best possible way. The aims of all the parties 
is supporting the pupil, but supporting students in a deep and meaningful way is 
the basic function of a lecturer and supervising teacher in their everyday work 
during teaching practice. The better students understand what they are going 
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through during teaching practice, the more probably they feel at ease. This way 
students can guarantee a supportive study environment for their pupils. 
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Pupils’ computer experiences: challenge for the 
teacher education
Mare Müürsepp
Abstract
The questions of teacher education concerning the changing concept of literacy will be treated 
in the article.
There are two aspects of teacher education depending on the computerisation of child-
hood discussed here: the knowledge about the changing notion of the literacy and the growing 
need to apply the constructionist approach to teaching and learning. There is the description of 
today situation in computer education in Estonian primary and secondary school.
Pupils’ real activity on computers was cleared up by the questionnaire for 4th grade, 
where the children were asked to remember their fi rst steps in virtual world and to analyse 
their actual skills in communication and learning by computer.
Obviously the computer education tends to be a part of education, where the pupils have 
been developed relatively independent; they accept their computer experiences mostly as their 
own original experiences. Hence the computer use would be interpreted as a special fi eld of 
education, which allows to study the child’s learning process, including the level of meta-
cognition: how the children do refl ect their learning. 
In conclusion there are the suggestions for the teacher training considering both the lit-
eracy education in primary school and the learning concepts generally.
Keywords: computer education, constructivist learning theory, literacy, teacher’ training
Introduction
The notion of literacy uses to be in eternal change, because the complexity of 
skills determined as literacy depends on many factors of reality (Vogt 2005). 
Today the types of the texts in the media and in books, the format and the 
meaning of written messages in environment are changing rapidly, and chil-
dren’s reading experiences today are different from the experiences of the pre-
vious generations. 
Also the factors like the ways of communication are signifi cant to accept if 
determining the phenomenon of literacy.
The defi nition elaborated for the study PIRSL (Progress in International 
Reading Literacy Study, PIRLS 2006) expresses the idea that the (reading) lit-
eracy is the ability to understand and use those written language forms required 
by society and/or valued by the individual.
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Today the computer literacy seems to be an inevitable part of the notion of 
literacy. Computerisation of the childhood will infl uence not only the teaching 
of reading and writing, but also the forming of new teaching and learning con-
cepts generally. If earlier the teachers knew most topics and activities they had 
to teach more than children, then today the children tend to know much more 
than the adults might expect—at least in computer area.
The notion of the ‘second literacy’ came out in 1960 to describe the compu-
ter literacy. During 40 years the meaning of this notion has changed from the 
meaning of ‘programming skills’ to the meaning of ‘competencies of using of 
the media’. (Laanpere 2007) Considering the pace of the development in use of 
computers a new comprehension of the ‘second literacy’ may become evident 
already after one or two years. 
There is the vision expressed about the infl uence of the computer technol-
ogy on the education, that the use of the new technology would enable very 
radical changes in organisation of the learning and teaching process, convert-
ing the traditional ways of acting into useless. As the classic of computer edu-
cation Seymour Papert said, the information technology could give children 
access to things they couldn’t have made or done before. (Papert 2007) Hope-
fully applying of the computer technology enriches the professional menu of 
the teacher with new methods and tools. 
Thus there are two aspects of teacher education depending on the compu-
terisation of childhood coming out in the article here:
1) knowledge about the changing notion of the literacy as one of the key-
questions for kindergarten and primary school teachers, and
2) signifi cance of the accepting of the constructionist approach. 
The children are coming to the institutional education with their various ex-
perience of computer use, which means a wide variety of the experiences of 
reading, writing, searching, analysing of written and iconic messages, which 
the children did not have even some years ago, not speaking about the child-
hood of today students. 
Background of computer literacy in Estonia
Development of the computer use by Estonian population of each age group 
has been considered relatively fast. There is wide known activity of the foun-
dation by the name Tiger Leap organizing many projects for computer literacy 
training and integration with different fi elds of education.
There are many schools and kindergartens having computer classes. There 
are open WWW centres in the villages and towns, there are opportunities to 
use free computers in public libraries and youth centres.
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At the same time the elaboration upon the computer education by the na-
tional curriculum has been inconsistent. There was a thematic of the media and 
computer use in the versions of national curriculum 1997 and 2002. Unfortu-
nately the topic of computer education has not served the attention enough in 
the process of the reconstruction of the curriculum, planned to be fi nished in 
2007.
There are schools, where the special computer lessons begin from 1st grade 
(even there are kindergarten with regular computer lessons); and at the same 
time there are the schools, offi cially beginning with computer lessons from 7th 
grade, and all other opportunities besides of them.
The study called “Tiger in Magnifi er” was organised by Tiger Leap Foun-
dation in 2004. There the tendencies in pupils computer use were treated in 
comparison with the previous study four years earlier. (Toots 2004) The con-
clusions of the study are that the development of use of computer technology 
has achieved a new phase. Today there are no schools without computers and 
WWW connection. The computers are used both for learning, teaching and 
school administrating. At the same time the use of internet and the number of 
computers in private sector has increased much more than in the schools. The 
small number of the computers per pupil is the biggest problem for schools.
The computer and WWW use has to be mentioned as a remarkable factor to 
diminish the gender and national inequality. During 4 years the computer use 
by the girls and women developed to the same level with the boys and men. 
Also many positive changes are happened in schools with Russian language, 
which are as active as Estonian schools in this fi eld today.
There are certain differences in computer use between different subjects 
and school levels. The subjects with highest computer use by pupils are the na-
ture sciences, and specially geography. Dominating learning activities are the 
search of information in web and composing of texts. At the same time there is 
a part of teachers and school headmasters, who do not trust the constructivist 
learning by the pupils and pupils ability to lead the learning themselves. (Toots 
2004)
The topic of computer lessons seems to be depending on the view and vir-
tuosity of the person responsible for the lessons in the concrete school. 
As the evidences of children’s computer skills the children’s messages in 
journals and newspapers should be treated, where the kids introduce their per-
sonalities to look for new friends. Often the addresses of children self-made 
websites are published there.
Unfortunately the teachers and even older pupils, teenagers (and the stu-
dents of teacher education department at university) do not have any compre-
hension about primary school pupils’ activities on computer, presuming that 
the kids only play computer games. Unfortunately the police offi cers treating 
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children’s pornographic abuse in the World Wide Web might confi rm that there 
are the children composing the website abusing another child—the act evalu-
ated as a crime. (Müürsepp 2006)
Already some years the students of the teacher education department of 
Tallinn University have studied the computer use by kindergarten and primary 
school children. Maiki Liivas analysed the computer practices in kindergartens 
in Tallinn and pointed out, that the children’ activities and knowledge in this 
fi eld are rich enough to be noticed and accepted by the kindergarten teachers 
as a basis for the further study. (Liivas 2005) 
Also the data collected by the students in the kindergartens and primary 
schools in different places of Estonia confi rm that as a rule the kids from the 
youngest age have the opportunities to study the computers and the virtual 
world at home or in another places (on the workplace of their parents or sib-
lings). They play games, use painting programs, they are surfi ng in World Wide 
Web. Sometimes the fathers are mentioned as the playfellows. The computer 
time is limited for children or by the mothers’ prohibition and a warning (the 
eyes would be red) or by the duties of school or work of other family mem-
bers. There was a question for kindergarten children in the interview: “What 
do you do if you do not have the access to the computer?” “I would play with 
cars or dolls, with friends in the garden”, also drawing on the paper and with 
the pen was mentioned—so one cannot say like the computers would occupy 
the childhood at all.
Computer experience of the pupils of the 4th grade
The article discusses the results of the questionnaire for the 4th grade pupils to 
clear their ideas about their computer activities, their evaluation of their com-
puter literacy and their experience in computer world.
There 136 pupils (68 girls and 68 boys) were questioned by the students 
in December 2006. Obviously the pupils studied here have had different com-
puter experiences at the school. There are classes involved where computer 
lessons were organised already and those without computer education by the 
school. There is a class, where the class teacher composed a class website 
beginning from the fi rst school year, so that all essential information about 
school activities has been offered to the pupils by this website during all their 
school time.
The analysis intends to the qualitative generalisation, the goal has been to 
fi nd different kinds of children’s answers, to categorise the types of computer 
users and to fi nd the conclusions for teacher education.
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What have been the very fi rst activities on computer do you 
remember in your life?
The most presented answer is ‘playing’. This saying should be interpreted in 
two ways. From one side it means the playing of computer games, but also all 
activity of the child with the computer may be treated as a playful activity: as a 
play of the writing of letters, as a play to “work” together with the parent? 
Approximately 1/5 of the answers were about writing of messages and 
sending them and about drawing on computer. Also the activities like read-
ing, changing of the pictures, surfi ng in internet, visiting of the class website, 
searching of certain address, composing of the personal folders, watching of 
cartoons and also the moving of the mouse have been mentioned. 4,4 % of the 
pupils answered that they remember the composing of the personal website as 
a fi rst activity on the computer. As a sign of pupils very concrete thinking the 
answer “I switched the computer on” has to be mentioned as the fi rst activity 
on computer.
How old you was, doing these fi rst steps?
Approximately 1/3 of children answered they were 5 years old or younger. 
The youngest age mentioned here is three years when the child used a compu-
ter. 1/3 of pupils were 6 years old and 1/3 7 years old, as they remember the 
beginning stage in this context. Of course the pupils ability to date such like 
reminiscences depends on many factors, and their answers do not have the 
value of the biographical fact. Yet these sayings deserve the attention of the 
researcher. The child’s behaviour in the phase of the emergent reading is surely 
an independent fi eld in the reading research. The child’s behaviour concerning 
the computer includes both the communication, discovery and the play typical 
to the beginning reading and writing. The beginning of the independent read-
ing of the Estonian children has been dated in many different studies with the 
age 5–7. Hence discovery of the computer opportunities may be interpreted as 
a very natural part of emergent reading. 
How important is the computer in your life today? 
There the gender difference is remarkable. Computer activities are very impor-
tant or relatively important for the boys; and oppositely—no girls answering 
“very important”. Girls answers classify as “relatively important” or “some-
times I use it”. The rare persons answering “I can live without computer” may 
be met both among boys and girls.
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What did you learn about computer yourself? What did you learn at home from 
your family members? What did you learn at school (and from which person) and 
in other situations?
As the most used answer demonstrates, mostly the children think that they have 
learned by themselves. There is a part of pupils, 1/7 who even do not mention 
any other person teaching them something concerning to the computer. Of 
course this answer may be accepted as only true considering the learning as an 
active cognitive process: all one know he/she acquired by him/herself.
The pupils observed the activities learned by themselves: sending of e-
mails, search of games, downloading of games, search in internet, playing, 
drawing, writing, composing of user account, visiting of homepage, installing 
of software, communicating in the Messenger.
Also learning from the sisters, brothers and friends has been very impor-
tant. As mentioned before, the activity of computer use at home is much higher 
than at school. Thus dominative part of computer knowledge the children have 
reached at home, even the children who have had computer lessons in primary 
school and a class home page to communicate with class teacher. 
If the pupils have told about learning to work on computer at school, they 
also named the siblings and friends supervising their computer activity at 
school, and not only the teachers. 
As other places to study the computer the parents’ workplaces and a school 
of creativity are noted. One child wrote about magic person called the Uncle of 
Computer, who has taught many things.
What can you do on the computer now?
The answers “to send e-mail”, “to communicate”, “to study”, “to play”, “to 
search the information” were given in the questionnaire.
There are very popular activities the communication by World Wide Web 
and by e-mail. Although there is a part of children, 25 %, both girls and boys, 
who answered that they cannot send e-mail. 
The most popular possibilities for the communication with the friends are 
the Messenger (more than half of answers), the portal for rating each other 
photos and self introductions and to write to each other www.rate.ee (1/3 of 
pupils), and then different portals’ like Outlook, Fame, Delfi , Ok and others’ 
chat rooms followed. Communication by MSN and different portals seems to 
be a little bit more used than sending of e-mail. There are 78 % of pupils in our 
study who like to communicate with each other by the opportunities mentioned 
here.
Though there is a special school portal www.miksike.ee (‘little Why’ in 
English translation), only some children mentioned this portal answering 
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about their study on computer. There were answers like “studying in internet”, 
“search of materials” as very general description. The subjects like nature sci-
ences, social sciences, language—both Estonian and English—were more of-
ten named in answers. There a few answers were about learning of mathemat-
ics (using both calculation game in portal Miksike and also only the calculator 
program of computer). 
There is a gender difference remarkable: 75 % of girls use the computer to 
make lessons, and only 53% of boys do it by the data of our study.
Play seems to be the most popular activity for 4th graders on computer. 
There are children mentioning concrete games (Runescape, Game with Bar-
bies, Counter Strike and other), there are also answers about adventures and 
strategic games generally. There the gender difference has to be mentioned. 
There are certain games played only by the girls (Barbie, Sims) and others 
played only by the boys (games on thematic of war, sport, cars). If each of the 
boys likes to play on computer (100%), then 89,7 % of the girls answered they 
like to play. 
So there is the tendency coming out, that the girls are using the computer 
more for school duties and the boys do it more for the entertainment. What 
should happen, if the teachers would know more about didactic computer 
games? Or if they would get the idea to give more playful tasks as a home-
work, to satisfy the children’ desire to play?
What kind of information has been searched in the World 
Wide Web? What did you search last time? 
The pupils of the 4th grade answered: about the nature sciences (about the sun, 
the dolphins, James Cook, volcano, the weight of chicken egg, stars, plan-
ets, how far is the Sun and how hot there should be?); about social sciences 
(the news of old time - /child’s saying/, the history of the presidential castle, 
pen and papyrus, which countries have or president or king, about the life 
of famous persons, about different nations). Also the repertoire for different 
events has been searched in the internet (like Christmas stories and songs for 
the St. Catherine’s Day). The girls have been more active both in the learning 
by computer and in the search of materials, considering the results of our study. 
There were 76,5% of girls and 67,6 % of the boys who answered about the 
search. 29,4 % of girls and 25 % of boys answered they are able to compose 
the homepage for themselves.
What are your favourite activities not mentioned yet? 
There were the answers: search for the pictures, composing of users, drawing, 
reading of the jokes, search for the songs, downloading (“of everything”!)… 
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The pupils have expressed certain personal interests and plans in their compu-
ter use, like the answer “I would like to compose the collection of games” and 
other such kind sayings would demonstrate.
What will you do on the computer in future, growing up?
The biggest part of answers is about working on computer. 40,4% pupils said 
that they will work on computer, or they will use the computer because their 
work (“I will work on it because I will be a business woman”. At the same time 
there is the same number of answers “I do not know”—or the children have 
any imagination about their life in the future, or they cannot imagine what the 
computers will be able to do after 10 years? 
Some children expressed the idea like the computer should be a toy, not 
useful for the grown ups: “When I will be an adult, I don’t need it anymore.” 
One-third of pupils believe they would use the computer for the study in the 
high school or university. There were some answers about different fi elds 
where the computer might be used: to communicate with my friends (only 
5 %!); to play (2,9 %), to buy things, to look for the place to have a birthday 
party, to look for the job, to search important information (5 %), to compose 
the homepage, to write new songs, to fi ght with the viruses. Also very material 
activities were bound with the computer use: cooking, tuning of the cars, print 
of money… 
Pupils answers about their future use of computer refl ect the features of 
their thinking generally: they are balancing between reality and imagination, 
they are living in present and constructing their future from the experiences 
they have just now.
Concluding remarks
The pupils’ reminiscences about their computer use demonstrate the variety of 
their experiences of manipulating on computer, of different tasks of reading, 
drawing, joining, comparing, analysing of the words and icons. All mentioned 
activities are composing a very remarkable basis for the developing of their 
literacy at school. Thus the primary school teachers will have more and more 
the challenge to ask about the previous experiences of children, to let them to 
remember and verbalise their activities, to share their knowledge and beliefs 
with the class fellows. Even it is not so important to have the computers in 
the classroom, but to have the children computer experience there to make 
them conscious of it, to fi nd the connections with the tasks realised in the 
classroom.
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At the same time the children’s independent study of computer presents a 
variety of the features close to the constructivist teaching and learning princi-
ples, like: learners have ideas; learners like their ideas; learners need other peo-
ple to compare their ideas; learners often are not aware of what they know… 
(Constructivism 2005)
The experiences gathered by the children during their activities on compu-
ter are highly precious to discuss about the learning process generally: how do 
you feel when you would discover something new, or when you did something 
unsuccessfully, or when you recognize your helplessness, or when you know 
that you can help somebody.
The results about pupils’ computer use in 2006 cannot be presented as a 
theme of the lecture in teacher training department as today as for three years 
later like some other themes, because the rapid progress in this fi eld. 
Today and future teacher has to be fl exible and sensitive towards the chang-
es of childhood conditions. There are the methods of teacher training expedient, 
where the students have to work together with pupils, observing the children in 
different activities. There will be necessary to plan the projects together with 
children, or other situations, where the skills and abilities of the pupils would 
occur. Also the home and school partnership is an aspect in literacy education, 
using the computer opportunities and refl ection of computer use. 
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The concept of subject and its development
Mare Tuisk
Introduction
The most prominent deconstructionalist in the world, J. Derrida (1991) has 
claimed that every discourse presupposes the possibility to return to the source, 
centre, foundement, which orientates, balances and arranges the structure. 
Thinking about the discourse currently dominating preset-day Estonian educa-
tion, it is worthwhile to set the following questions: what is the centre-piece 
of it, what are the directions, aims and values of the learners and teachers in-
volved in the educational sphere? 
National Curriculum declares: “The highest aim and value of school is ≈ 
in its wholeness” (National Curriculum….. 2002, 870). What follows are the 
descriptions of the objectives of the mentioned development, characterized by 
such keywords as orientating, analysis and decision-making skills, self-defi ni-
tion, responsibility and coping in the quickly changing world.
Although the concept of subject has not been used in the general section of 
the curriculum, the above-mentioned keywords are the characteristics of the 
subject. Nevertheless, the set goals have not been reached, which has eventu-
ally led to the increasing dissatisfaction with the contemporary school and eve-
rything occurring both in school iself and also in society as a whole. Awareness 
of subject is of vital importance, the realization and implementation of which 
could alter the whole paradigm of education. It is utterly deplorable that such 
a fundamental philosophical category has been cast to the marginal periphery 
in our educational debates. One of the reasons could be that in the training of 
educational professionals and in in-service training courses the subject-object 
dichotomy has not been treated. It is about time to start eliminating the blank 
and the current research is hopefully one step towards it. 
Who or what is subject?
Treating the concept of subject, the most outstanding encyclopaedias and dic-
tionaries fi rstly make reference to an old Latin term subicere, which consists of 
two parts: sub—i.e. under, basis and acere—throw, place, hence subicere—i.e. 
being the basis. Very often the grammatical subject has been brought out as the 
98 Mare Tuisk
fi rst meaning of the subject and the philosophical interpretation of the subject 
is brought out much later or the reference is made to such keywords as identity, 
self and ego.
Surprisingly there is a difference in the source materials of the English 
and German language while interpreting the philosophical concept of subject. 
When Meyers Enzyklopädisches Lexikon (1981), Brock Haus Enzyklopädie 
(1995) and the different versions of Duden (1981 and 2001) defi ne subject 
almost word for word as a being provided with consciousness (mit Bewustsein 
ausgestattendes), a being who thinks, perceives, cognizes and acts, the Eng-
lish reference books provide much wider variety of interpretations of the term 
subject, however, the overall impression is that the dominating aspects are con-
sciousness and cognizance, the aspect of activeness has been cast aside. 
The Cambridge Dictionary of Philosophie (1996, p. 773) treats subject-
object dichotomy as the distinction between the thinker and what he is thinking 
about. 
The New Oxford Dictionary of English published in 2003 defi nes the term 
subject as the thinking and feeling rudiment—consciousness that specifi cally 
contrasts with everything which is outside this consciousness (p. 1849).
The relation of subject-object is also distinguished in the Russian anthol-
ogy “Filosofi ja obrazovanija” in which two approaches to subjective orienta-
tion in educational process are brought out:
• classical: the personality of the student as the primary object of peda-
gogical attention and
• neo-classical: the personality of the student, whose development is af-
fected by the teacher and information carriers, as the primary subject of 
pedagogical process .
“Neoclassical because already in the earlier pedagogical approach the learner’s 
self-conscious activity is emphasized, however, this as the fi nal outcome of the ped-
agogical effect. In the paradigm of life-long learning subjectivity is stressed from 
the very beginning” (Iljin, 2002:98). 
In Estonian “Filosoofi a leksikon” (Lexicon of Philosophy) we can fi nd 
the following explanation underneath the keywords “subject and object“: 
(1985:298).
“The contemporary understanding of a subject is that of an individual or a social 
group who operates and feels actively and possesses consciousness and volition, 
however, an object is what the subject’s cognitive or other activity is targeted to”.
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In Estonian educational setting the most persistent treatment (if to use Ü. Voog-
laid’s own words “as a broken gramophone record”) of the topic of subject dur-
ing the last decades has been provided by Ülo Vooglaid who writes:
“A subject can be either an individual or a group of people, who acts as an active 
and conscious rudiment and is consciously responsible for its deeds as well as the 
results of the deeds”.
The characteristics of the subject are:
• adequate cognizance (cognizance of oneself, group, culture and soci-
ety)
• adequate consciousness of oneself, ourselves, nation and citizen
• readiness to orientate and decide (i.e. the potential designed in educa-
tion)
• real orientation, decision-making and accomplishment, association and 
correction. Only the one who participates in decision-making or de-
cides can be responsible (Vooglaid, 1999:69).
Thus, the Estonian cultural environment includes into the interpretation of 
subject both cognitive as well as active aspects. At the same time emphasis is 
placed on the idea that individual choices and implementation of the decisions 
are accompanied by taking responsibility for the results. 
Since the teachers’ knowledge of a subject and the conditions of being a 
subject are virtually non-existent, which was confi rmed by the pilot study con-
ducted in 2005 within the framework of doctoral thesis, it is benefi cial to make 
oneself familiar with the development of the category of subject. The concept 
of subject has been in constant change and dependent on a wider social back-
ground and currently dominating discourse. Hence, the fi rst question: 
Where are the roots of the category of subject? 
How deep into history should we go? 
D. Benner’s and J. Oelkers’ “Historisches Wörterbuch der Pädagogik” (2004) 
claims that the problem of subject and object is related to the fundamental 
question of philosophy and the fi rst references to it are already made by the 
Greek sophists. The most eminent—Protagoras—reached the conclusion that 
not gods nor laws, but only an individual can decide which way he wants to 
choose. Hence, every person has his own truth, which can be expressed in one 
sentence: “Man is the measure of all things”. This is the commencement of a 
discussion of an individual as the actively cognizing subject, which is an ever-
lasting topic in the history of philosophy. 
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The most profound world view of classical antiquity is provided by Aris-
totle in his book “Metaphysics” where he describes human being as the only 
creature who, determined by his character, is pursuing knowledge. Aristotle 
emphasizes that dissimilar to natural objects, thought requires the motivator 
and triggerer, hence knowledge is the result of the activities of the knowledge-
able individual. This is a noteworthy idea in the history of the development of 
individual’s subjectivity. 
Is this the birth of subject?
Aristotle indicates in his book “Nicomachean Ethics” that although a person 
has a habituous desire to achieve the so called virtuous life, the best course of 
action has already been presented to him in his character and the appropriate 
and correct thinking simply recognizes it. Therefore, it could be detected that 
ancient philosophy (just as medieval philosophy) did not regard human being 
as a subject who makes and carries out the decisions, but rather as a metaphysi-
cal being, a bearer of certain characteristics, conditions and activities, who, 
according to Socrates, was unable to sense the world adequately—it was Soc-
rates who uttered the famous words “My wisdom is limited to the awareness 
of my own ignorance”, which leads to the understanding that no person can 
know nor proclaim the truth since truth belongs to the realm of spirituality (Die 
Geisteswelt), not to the realm of humans (die Menschenwelt). However, Plato 
stressed that education enabled people to move towards the truth. 
What was the turning point in the concept of subject?
The Renaissance principle of participation is expressed in Plato’s opinion that 
human being is the God’s representative on Earth. On the one hand, an individ-
ual, who has been created by God, is dependent on God’s mercy and the utmost 
goal he may reach is to fi nd his place in the God’s order. On the other hand, 
in the forefront of an almighty God the human intellect and the self-action de-
rived from this intellect start to gain more importance. Thomas Aquinas states 
that a person is able to experience godly reason and order due to his intellect. 
However, within the boundaries of God’s creation, each individual has certain 
freedom and independence to develop himself and to learn. 
Nicholas of Cusa forms a theorem of a person’s creative self-realization, 
in which he sees human being as the second God (zweite Gott), formulating 
adequate self-cognizance as the possibility of one of the most important char-
acteristics of a subject. Although an individual as “homo faber” denotes fi rst 
and foremost the triumph of practical reason, the approach to subject remains 
centred on subjective cognizance rather than active accomplishment. 
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Who has a more contemporary approach to subject?
The turning point in the interpretation of the concept of subject is the philoso-
phy of Descartes. Valuing human being as a cognitive and thinking individual 
(ego cogito) each person becomes the subject of his individual philosophy. Al-
though Descartes accidentally concentrated on everything directly perceived, 
it could still be claimed that he was on the threshold of a new philosophy, 
which enabled his follower Husserl to state that by uniting directly perceived 
memory images, which are subjective in nature, an integral cognizance image 
of a subject, self subjectivity, is created. 
“The world is for me cogitatio´te cogitatum…through which I become the 
indifferent observer of my own life” (Husserl, 1993:1402). In this act of refl ec-
tion the subject joines his real and ideal experience (wishes, fears, etc), which 
turns the perceived subject itself into the perceived object.
“Now I tell myself: everything which exists for me, exists due to the cogni-
zance of my consciousness. For me it is my experience of the experienced, my 
thought of the thought, my theorizing of the theorized ... Each proof, reason 
of truth and being proceeds entirely in me” (Husserl, 1993:1417). This is a 
profoundly subject centred approach.
How did the treatment of subject change in the 20th century?
A widespread criticism of scientifi c-technical civilization has forced the con-
temporary philosophers to search for the reasons, which have led to disrupted 
world and alienation of people. A disciple of Husserl and one of the most emi-
nent philosophers of the last century, Martin Heidegger, decisively continues 
to develop his teacher’s subject-centred approach. Despite the necessity of act-
ing as a subject, he does not separate the conscious subject from the surround-
ing world of objects, but views them as co-operative. M. Heidegger states that 
according to the present-day science-centred image a human being is the sub-
ject, who relates himself to the world as an area of objects by processing these. 
“Subject-object relation is cyberneticly the interrelation of informations, which 
can be described by a title “human being and world”. Although biochemistry 
has discovered the life-plan determined by the genes of spermatozoon and the 
deciphering of this plan is only a matter of time, the contemporary science 
must confess that the ultimate control of humane existance (being-there or 
Dasein) is still impossible” (Heidegger, 1994: 80).
Therefore, relying on Heidegger, one could assume that the “disturbing 
factor” for the science claiming to guide everything is human’s free will, free 
intention and action, which can not be cybernetically programmed yet. Fortu-
nately, because only this enables an individual to act as a subject. Moreover, 
Heidegger states that a cognizing and active subject is not alone in this co-
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operative lifeworld, since he is conscious of others and the others cognize and 
affect him. The world is intersubjective. 
As Jürgen Habermas states, a person can not reach the truth alone and, 
therefore, in order to understand we have to communicate. However, the great-
est defect of the world is that there is too little space for understanding and 
communication. Instead of the latter the world is dominated by the chase of 
rational effi ciency, money and power, and pretence inevitably associated with 
the mentioned aspects (Gustavsson, 1999:51). Hence, a person develops into 
a subject only within the fi eld of infl uence of other subjects, both due to direct 
and indirect communication, however, besides lack of time, other diffi culties 
could also be emphasized, e.g. language is used for communication. Jean-Fran-
coise Leotard draws in his book “Postmodern Situation” (published in 1979) 
people’s attention to the fact that we live in split and fragmented circumstances 
characterized by the understanding that language does not carry the common 
truth but acquires meaning in the language game played in a certain context. 
Witgenstein claims that the whole life is a language game, hence, the subject’s 
sense of oneself and the surrounding world is aggravated. Despite the latter, 
the game also involves the potential of the subject’s freedom, since for the fi rst 
time people can play independently and freely, not hindered by traditions and 
supremacy of reason (ibid: 49). Naturally such an opinion has been severely 
criticised by academic scientifi c circles, who—relying on objective truth—can 
not accept the idea of this kind of a liberal game. 
This could be the reason for the positivistic paradigm, which is based on 
natural sciences, to face the problem that human nature—treated in subjective 
paradigm—can not be entirely forced into the limits described by scientifi c 
approaches. In the best case scenario one could achieve the description of past 
or present events, however, the ultimate aim of science—reaching valid prog-
noses in human science is very diffi cult or even unattainable. It seems as if the 
individual’s social context-consciousness of the development and activity as 
a subject hinders the positivistic scientifi c paradigm to be realized in human 
treatment. It is questionable whether we want, dare and know how to fi nd al-
ternatives, and how reliable those are?! 
How to move on? 
In the chaotic treatment of the world so characteristic of contemporary world, 
we come across deconstructive views, which, among other things, have de-
clared subject to be dying or even to be already dead. However, such an idea is 
not generally accepted. “Modern human being does not give up his subjectivity 
through the nature of industrial society. Industrial society is rather the selfness 
risen to extremes, i.e. subjectivity.” (Heidegger, 1994:81). 
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May be this unconditioned selfi shness of subjectivity carries in itself the 
hope to break free from the reclusion of contemporary civilization and step 
into scientifi c-technical world. “What kind of an opening is this? What can 
a person do to prepare for it? The fi rst step is not to evade the mentioned 
questions” (ibid: 83). Despite having high respect for the author’s views, the 
question still remains: does subject-centredness suffi ce to become adapted or 
make changes in this world? Would such subject centred approach even do for 
coping in contemporary society? 
Unfortunately there is a certain paradox in the idea of extreme selfness or 
relationship of me and world (subject-object) expressed by Heidegger. Already 
Hegel claimed that a human being can not live in entire subjectivity or privacy. 
In order to learn something we must alienate from the known and secure, be 
active and choose unknown paths. According to Hegel, alienation or “objec-
tifying” oneself is a prerequisite for knowledge and self-development. At the 
same time it is also a “twosome” (Gustavsson, 1999:17), since alienation has 
limits. If a person does not have society he can identify himself with, he is like 
reed in wind. “Human being is destined to be a social creature” (ibid). 
However, Heidegger is one of those who is not satisfi ed with strict separa-
tion and opposition of subject and object, and his Dasein, which in Geraman 
means both being and being here, unites subjective consciousness or being 
with everything else and surrounding it. Human being is not opposed to the 
surrounding world and existence is not only existing but co-existing—Mit-
Sein. At the same time Heidegger’s co-existence is not the impersonal Man-
anonymity, but being together as subjects responsible for their own existence. 
Subject and object determine each other, hence, subject can not exist in vacu-
um, but in the forefront and interplay of other subjects. 
A very similar conclusion was reached by J.-P. Sartre, whose Ego or ex-
isting consciousness creates his own world comprising cognized objects and 
notions denoting these, which form the nature of objects for the particular sub-
ject. In such a self-created world one has to plan and guide one’s own life by 
frequently saying “no” to the established and “…. the possibility to deny is, ac-
cording to him, characteristic of being a human being, and this turns being into 
freedom ” (Jacoby, 2003:282). Besides this subject centred position Sartre also 
treats Heidegger’s co-existence (Mit-Sein) in the form of “being for the other”, 
in which the self as a subject, who is designing himself and through that also 
the surrounding world underneath the eyes of the surrounding others, becomes 
the object of his own as well as the others’ observation. Sartre admits that, to 
some degree, we are dependent on other people’s opinions and in order to free 
ourselves from such effect we must attribute to the others the same rights as 
we possess—i.e. we have to learn to understand ourselves as social beings—in 
unison of subject and object. 
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Moreover, one of the most outstanding philosophers of contemporary edu-
cational sciences H. G. Gadamer claims similarly to Heidegger and Sartre that 
retaining separation between the human being and the world, the subject and 
the object does not suffi ce any more. His most noteworthy thesis in educational 
world is valuing cultural heritage and dialogue as the requirement for the per-
son’s development and his identity. R. Rorthy’s following viewpoint could be 
seen as the development of the latter—education is not the subject’s command 
of knowledge, but his interest in the world and self-development, which re-
quires active involvement in the surrounding world and its problems, and open 
dialogue in fi nding solutions. 
The key word dominating the context of subject’s personal development 
and education at the end of the last century seems to be the concept of “dia-
logue”. Although the roots of this notion date back to Plato, his idea of dialogue 
as openness to new truths and interpretations sounds very contemporary, which 
is represented on a new level by a Jewish philosopher M. Puber and a Russian 
literary scientist M. Bahtin. The former concentrates on close dialogue (“Ich 
und Du”– me and you), the latter on the communication enabling historic and 
spacial distance, which is dominantly mediated by written text. Nevertheless, 
both agree that participation in a real dialogue requires accepting oneself and 
the partner as a subject. On the other hand, involvement in a dialogue changes 
the participants as well as their opinions into the objects of the partners’ cogni-
zance. And fi nally—since the participans in dialogue always stake themselves, 
their opinions are reformed and hopefully their skill of self-refl ection is devel-
oped, they are subjects as well as objects of self-refl ection in dialogue. 
This subject–object relationship refl ects the contemporary constellative ap-
proach, in which components existing side by side and at fi rst sight seeming 
contradictory, represent and determine each other and form dialectically united 
whole. 
Instead of binarism, linearity and hierarchies characterizing the history of 
Western thought, the postmodern mentality concentrates on interwined op-
positions, immanence, acentrism, possibility of diverging interpretations. Ac-
cording to Derrida deconstructing binary opposition means, fi rst and foremost, 
renouncing hierarchies, hence, also renouncing the confrontation of the inner 
and outer world of a person. Instead of simply casting binary opposition aside 
the so called “topeltzest” has to be carried out, which according to Derrida does 
not simply mean changing sides, where the left notion is replaced by the right 
notion, but the whole confrontation is renounced and the oppositional relations 
are relativized. The “fundamental dissolvution” of subject and object takes 
place to which in science corresponds interdisciplinary synergetic dialogue or 
as Derrida says “if postmodernism witnessed the rise of new problem fi elds 
in philosophizing about the dissolution of the relations of subject-object in 
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semiotic games, then postpostmodernism philosophizes and creates relations 
on subject-object level, which brings about radical interpretative changes in 
the whole cultural space ” (Filosofi ja postpostmodernizma:81).
What is the context of the development of subjectivity 
in present-day Estonian school?
Active participation in educational process and independent thinking are val-
ued at least in words. Moreover, mature sense of duty and responsibility is 
expected or demanded. At the same time the teachers very often (even too 
often) get stuck in oversized curricula and classes trying to train the students 
for national standard assessment tests and exams either denying the students 
of any possibility to make choices or decisions or providing them with only 
minimum choice and in second rate questions. In the longer perspective both 
students and teachers are assessed according to the points of national exams 
and assessment tests, and neither evaluating institutions (they only study the 
documantation or papers), school authorities nor parents are interested in the 
substantial processes of education. Education has instrumental value, the proc-
ess itself and the subjects participating in it become more and more alienated, 
turning into small screws in a huge machinery, which does not seem to be con-
trolled by anybody. Educational workers are becoming numb to every possible 
quarrel and reform and rather withdraw to daily hustles, being dissatisfi ed and 
burned-out, but not taking responsibility for the happenings at school and in 
society. 
Regarding the holistic approach that school is part of a bigger entity, we 
reach again the topic of discourse. Can the teacher accept and support the stu-
dent as a subject, if the teacher himself has neither been accepted nor supported 
as a subject not in the earlier learning process and very often not in the current 
work environment? Even if he is theoretically aware of the values of subjective 
paradigm, is it possible to realize this approach in present-day Estonia, where 
the primary values are competition and cult of success? Moreover, subject cen-
tred approach has to be enlarged, intersubjectivity on all stages should become 
the focal point of further discussions. 
However, who with, where and when should we have such an essential dia-
logue of contemporary education in the currently dominating sensless “pig’s 
trot” ( expression of T. Kuurme)? At the time when the discussions of the new 
National Curriculum of comprehensive school suggested by various interest 
groups is predominated by quarrels about the structure and scope of subjects, it 
really seems like plotting against educational professionals not allowing them 
to concentrate on a more crucial aspect—the philosophical background of edu-
cation. The necessity for philosophy emerges when the former traditions are 
no longer helpful, the current economy- and technics centred paradigm has 
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reached dead-end and polishing the currently used system has become unsat-
isfactory. However, the philosophical questions initiate from the relation of 
subject and object—also and especially in education! 
In the forefront of deconstructive rhetoric (including the death of subject), 
one should not forget that Michel Foucault who predicted the disappearance 
of humanism and human being as a subject identical to himself, was above all 
talking about the diffusion of static image of a person and subject based on 
rationality created by modern science. In the situation where under the label 
of humanism more and more control is tried to be achieved over subjective 
freedom, Foucault calls for the readiness to change and think and do things dif-
ferently in order to fi ght the terrorist social control and standardizing. There-
fore, the emphasis on the theme of subject is still topical and necessary in our 
educational debates. As long as students and teachers are treated like objects 
of manipulation, we can continue changing the scope of subjects, however, 
the reality is that learning and behavioural disorders, deteriorating physical 
and especially mental health, self-destructive behaviour ranging from addic-
tion to suicide etc., fi nd expression in earlier ages and have reached the scope 
in which the sustainability of Estonia is in danger. 
On the other hand, the more vigilant educational professionals have tak-
en responsibility for their actions and the consequences of these actions, and 
have reorganized their work so that it offers satisfaction and joy for the results 
achieved both for the students as well as the teachers. Starting form self-analy-
sis and students’ developmental necessities we reach partnership with students 
and parents, the participants of which have different roles, but the same aim—
development. Either talking about the development of a person, individual or 
subject, the realization of this aim requires accepting the partner as a subject, 
not as the object of manipulation. If successful such a co-operation is accom-
panied by persistent strictness towards oneself and the students, mutual en-
deavours and pleasant results.
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Does the location of school affect the learning 
results of the children who are about to embark 
on their school path? On the example of tallinn 
kindergartens and schools
Airi Kukk & Leida Talts
Abstract
Educational theorists share a fundamental idea that all children should have equal educational 
opportunities on the fi rst level of education. What is the acquisition of the educational op-
portunities for Estonian children? The right for receiving education has been guaranteed, but 
what is the price that sometimes has to be paid in order to achieve it. We have let the so called 
hard values of society (e.g. infl uence of money, ability to compete etc.) to start dominating our 
schools. The public opinion in Estonia forces on people the obligation to be successful and 
have a high need for achievement already from an early age. A small child should be ready 
to correspond to the high expectations of different adults. Hence, the problem of the current 
article: does the location of school affect the children’s coping abilities and to what extent it 
is related to pre-school education.
The data used in the current article is based on 1) educational statistics, which refl ect 
the amount of children of various districts of Tallinn and neighbouring settlements of Tallinn 
who participated in the entrance tests. We can base our conclusion on the results of conducted 
research and claim: children manage successfully at the beginning of their educational path 
despite the location of kindergarten/school they attend. 
Introduction
Rapid transformations in Estonian education, widened possibilities of every-
day life, open discussion to develop curricula—are challenging the changes in 
school life. 
Educational theorists share a fundamental idea that all children should have 
equal educational opportunities on the fi rst level of education. The mentioned 
concept has been exemplarily followed in the Finnish school system from the 
beginning of the 1970s, i.e. the children have the possibilities to receive a 
wide-scale general education in basic school, which is the so called inclusive 
comprehensive school. P. Siljander claims that this system has healed the whole 
society (2006). K. Uusikyla (2005) stresses that equality creates the right for 
everyone to get education and it should be guaranteed by corresponding peda-
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gogical activities, however, children’s different levels of development, cultural 
background, socio-economic conditions etc should be considered. 
What is the acquisition of the educational opportunities for Estonian chil-
dren? The right for receiving education has been guaranteed, but what is the 
price that sometimes has to be paid in order to achieve it. K. Uusikyla (2005) 
has highlighted some jeopardizing aspects of Finnish education which are 
clearly recognizable and triggering more and more problems also in Estonia. 
We have let the so called hard values of society (e.g. infl uence of money, abil-
ity to compete etc.) to start dominating our schools. A child is becoming a 
product, whose tiniest everyday activities are spiced with constant competition 
in order to experience success. Competition is, of course, not bad, especially 
if the child is ready to make an effort and wishes to achieve something and, 
therefore, applies his/her abilities in the service of the aims. However, very 
often it is artifi cial and not fostering the child’s development. The admirers of 
hard values (usually the opinion leaders in society) do not want to understand 
that the adult competitor is strong only if he/she has discovered his/her talents/
skills him/herself and has developed these in secure environment. 
The public opinion in Estonia forces on people the obligation to be suc-
cessful and have a high need for achievement already from an early age. One 
phenomenon illustrating this tendency is the desire to put the children into 
more prestigious schools, which accept pupils to the fi rst class according to 
the results of entrance tests. The endeavour to put one’s child into particular 
schools, which in Estonia are called elite schools, has become an objective in 
itself for many families. Although the majority of Tallinn children attend kin-
dergartens which guarantee the curriculum-based preparation for school and 
offer the possibility to participate in various hobby groups, many children still 
attend the preparation classes run by schools, have private tutors etc. Children 
are pre-trained in the so called measurable skills like reading, calculating etc., 
however, the child’s natural physiological growth, the development of social 
skills and self-esteem are cast aside. Moreover, the kindergarten teachers are 
put in a complex situation where they are forced to accept the parents’ pres-
sure to teach specifi c skills. The schools’ choices are also affected by socially 
formed attitudes and understandings of child’s readiness to start school and 
manage well. In recent years the parents in Tallinn have developed the fear of 
not being able to provide their children with good enough stating position for 
life and, therefore, force their children to be ready for success at any time and 
be outstanding in many simultaneous activities. A small child should be ready 
to correspond to the high expectations of different adults. However, the previ-
ously acquired knowledge and skills can be very seldom implemented in the 
studies of the fi rst class, which results in a decline in the child’s learning moti-
vation and desire to participate in school activities and, fi nally, decrease in the 
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aspiration to be successful. Children are becoming puppets who try to fulfi l the 
best they can the other people’s (parents, teachers, friends, etc) expectations. 
K. Uusikyla (2005) summarizes a crucial educational political viewpoint: “It 
is important to create a secure and encouraging learning environment for every 
pupil, so that every child can start to believe in him/herself and discover his/
her best talents”. Hence, the most crucial tasks in this age group would be the 
development of positive self-image and learning readiness, at the same time 
rendering signifi cance to the observation of the child’s general development 
starting from kindergarten and continuing in school. 
The above-described circumstances have been further deepened by the cur-
rent educational political situation, which has favoured and encouraged the un-
derstanding that some schools are more privileged and successful than others. 
Educational offi cials have compiled and spread rankings of schools, however, 
the criteria of compilation have remained secret from the public. Furthermore, 
the decision of Tallinn City Government has declared some Tallinn schools to 
be the schools of non-restrictive regions (9 comprehensive schools from 59), 
to which children from the whole Tallinn and even further can apply for. These 
schools, as a rule, have been newly renovated and equipped with modern ap-
pliances of learning environment and information technology, which in gen-
eral stresses their advantage over the other schools. However, this raises many 
questions: has an opportunity for learning well been ensured for the children 
of Tallinn? Which real potentials of the child need to be developed? What is the 
best for the child’s development, interests and security? Is the teaching in kin-
dergartens adequate for school preparation? What is the teachers’ assessment 
to pupils’ school readiness and their achievement in the fi rst class? Hence, the 
mentioned questions help to word the problem of the current article: does the 
location of school affect the children’s coping abilities and to what extent it is 
related to pre-school education. 
Research methods
The data used in the current article is based on 1) educational statistics, which 
refl ect the amount of children of various districts of Tallinn and neighbour-
ing settlements of Tallinn who participated in the entrance tests of two elite 
schools—Tallinn Secondary Science School and Tallinn English College. The 
analysis of pupil contingent was based on the statistical data of the last three 
years. The sample of the study group comprised the 1.–3. class pupils of two 
city centre schools of Tallinn: Tallinn Secondary Science School and Tallinn 
English College. The research studied the data concerning the place of resi-
dence of 351 pupils, which included 179 children from Tallinn Secondary Sci-
ence School and 172 from Tallinn English College. The data can be divided 
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into eight districts of Tallinn: Haabersti, City Centre, Kristiine, Lasnamäe, 
Mustamäe, Nõmme, Pirita, and Northern Tallinn. The pupils who study at 
these schools but come from the neighbouring settlements were included in a 
different category. The statistic data about the pupils who have entered the fi rst 
classes of the above-mentioned two schools have been based on the Master 
thesis of Anne Kose (2007), the master student of the speciality of class teacher 
of Tallinn University; 2) research data, which have been gathered within the 
ETF grant Effectiveness of pre-school education and its sustainable develop-
ment in basic school in Tallinn University Chair of Primary School Education. 
The basis of the research data is the questionnaire compiled by the lecturers 
and scientists of teacher training of the University of Helsinki, and which has 
been adjusted to the Estonian context. The questionnaire studied the school 
preparatory groups run by kindergartens and schools, and the fi rst class pu-
pils from different districts of Tallinn. Data was gathered in 2003 from all the 
kindergartens of Tallinn (n=240) and the preparatory groups run by schools 
(n=~40), and in 2004 among the fi rst class pupils of Tallinn schools (n=117), 
who had already participated in the kindergarten questionnaire. Both kinder-
garten teachers and fi rst class teachers assessed the achievements of children 
at the end of the academic year in nine different domains of curriculum: 1) 
skills of learning to study; 2) social skills; 3) language and communication; 
4) mathematics; 5) ethics; 6) environment and natural science; 7) health; 8) 
physical and motor development; 9) art and culture. Each domain was further 
divided into numerous sub-skills, which were assessed by the teachers on a 
5-point scale (5-excellent, 1-poor). The average indices of the studied domains 
have been presented according to the districts of Tallinn and illustrated with 
fi gures. 
Research results
School entrance tests. The directive nr 1–2/46p issued on January 27, 2004 
by the head of the Tallinn Education Department sets the basic conditions of 
pupils’ admission to the fi rst class of Tallinn municipal schools. According to 
the mentioned directive, the principal of the school which accepts pupils from 
the whole city, compiles and establishes the administration of an admission 
committee, whose task is to conduct and assess interviews with the children 
and their practical written tasks. 
The outcomes of the children are evaluated in point system, from which 
oral interview comprises 50% and practical activity 50%. After assessing the 
interviews and practical works the committee compiles a ranking list, which is 
put up at school to inform the parents and, if need be, justify the decisions. 
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The entrance tests of the spring of 2007 brought together a great amount 
of candidates. Tallinn Secondary Science School received 580 applications, 
180 children of which had passed the preparatory course of the same school. 
However, 60 children with the highest test scores are accepted to the school. 
456 children enrolled in the entrance tests of Tallinn English College, of which 
100 attended its preparatory class. Girls formed the estimated majority of the 
children who took the entrance tests.
Formation of pupil contingent on the example of two schools 
with non-restrictive admission
The pupil contingent of the fi rst school level of 
Tallinn Secondary Science School
Looking at the places of residence of the pupils of the last three academic years 
(2004/2005–2006/2007 academic years) of Tallinn Secondary Science School, 
the following general overview could be given:
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Figure 1. Division of the pupils of Tallinn Secondary Science School according  
to the districts (2004–2007)
The research data indicates (Figure 1.) that the composition of pupils in schools 
of non-restrictive admission is rather diverse. Looking at the data concerning 
the place of residence of the pupils of the fi rst three grades, it is evident that all 
the classes include children from the eight districts of Tallinn. Moreover, each 
class contains pupils whose educational path begins with morning commuting 
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with their parents from the neighbouring civil parish. However, if to compare 
the data of the three academic years, it is evident that the proportion of children 
from the district of City Centre is decreasing. Based on the data gathered three 
years ago, the total of 15 pupils from City Centre started their school path in 
two classes. In the academic year of 2006/2007 only 9 children from the same 
district were accepted to the fi rst class.
The pupil contingent of the fi rst school level of Tallinn English College
The article continues with an overview of the division of the pupils of Tallinn 
English College according to their places of residence.
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Figure 2. Division of the pupils of Tallinn English College according to the districts 
(2004–2007)
It is revealed that both the second and third classes (Figure 2.) have the greatest 
proportion of pupils who do not reside in Tallinn. 
Another noteworthy aspect is that pupils are brought to the city centre 
schools from the areas which have newly built school houses with modern 
learning environment. 
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Children’s preparation for school in different districts of 
Tallinn 
The percentage of the children receiving school preparation in Tallinn is very 
high—98, 8%, although Estonian legislation does not enact pre-school educa-
tion as compulsory. Estonian educational system regulates the child’s school 
preparation with the Frame Curriculum of Pre-School Education (1999) and 
coping on the next level with the National Curriculum of Basic and Second-
ary School (2002). The objectives formulated in the mentioned documents are 
humane in essence, emphasizing the creation of favourable growth, develop-
ment and learning conditions for the children (e.g. to support the children’s 
physical, mental and social, including moral and ethical development) in order 
to develop their abilities to cope with everyday life and studying at school. 
Different educational systems view and interpret childhood differently; how-
ever, an important concept has been expressed in the 1999 QCA revision docu-
ment: Education should enable all the students to have positive responses to 
the opportunities and challenges of the rapidly changing world. As individu-
als, parents, labourers and citizens they have to be ready to respond to the 
quick expansion of communication technology, changing employment models 
and new forms of labour and recreation, which arise from economic migration 
and continuous globalization of economy and society (QCA, 1999, p.3). The 
current article continues with the questions what is the preparation level of the 
children going to the fi rst class, how the objectives of the curriculum have been 
achieved by the graduates of the fi rst grade in the different districts of Tallinn, 
and has the location of school affected their coping abilities. 
At fi rst the article concentrates on the kindergarten research, the results of 
which have been analysed according to the following question: how have the 
educational objectives of the Frame Curriculum of Pre-School Education been 
fulfi lled by the pre-school children of Tallinn kindergartens. The assessments 
of different domains provided by the teachers have been treated according to 
the city districts. 
The research results indicate that the preparation of the teachers working in 
kindergartens and the ones conducting the preparatory courses run by schools 
corresponds ca 90% to the required qualifi cations (the qualifi cation of kinder-
garten teacher, candidate of pedagogy, master of pedagogy and class teacher 
have been considered). The majority of kindergarten teachers have speciality 
education (n=183). Distinctions can be noted among the kindergarten teachers 
of the districts Mustamäe, Nõmme and Lasnamäe where the greatest amount of 
teachers with qualifi cation in another speciality works. The teachers employed 
by schools to conduct preparatory courses predominantly have the qualifi ca-
tion of class teachers. 
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The next fi gure (see Figure 3.) illustrates the curriculum-based achieve-
ments of pre-school children in nine different domains. 
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Figure 3. Average achievements of pre-school children of Tallinn districts in different 
domains of curriculum 
Figure 3 indicates that the teachers have given the highest evaluation to the 
health related educational achievements of the pre-school children of Nõmme 
(x=4,79) and Kristiine (x=4,75). The high assessments have also been giv-
en to the mathematical achievements of the pre-school children of Haabersti 
(x=4,64) and the children’s educational achievements in physical and motor 
development in Haabersti (x=4,63) and Nõmme (x=4,63). Looking at the aver-
age results of the different domains in the seven districts, it should be stressed 
that the children of Nõmme, Haabersti and Kristiine have slightly stronger av-
erage objective achievements; however, the results in all the studied domains 
in all the districts should be evaluated as higher than average. The research 
results show that lower assessments have been given to the pre-school children 
of City Centre and Pirita. 
The kindergarten teachers’ evaluations to children’s achievements are gen-
erally high, as the curriculum requirements are achievable to the majority of 
pre-school children. The outcomes of the research emphasize that the highest 
assessments were given to the skills that are continuously trained in prepara-
tory courses and during free-time activities. These are subject skills and skills 
related to health and physical development. Pre-school curriculum enables 
to train these skills in kindergarten lessons (mother tongue, mathematics and 
manual activities), but also in playful situations. The level of skills and un-
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derstandings, which is not only affected by the things learned in preparatory 
courses, but by the child’s socio-cultural background in general, is lower than 
the so called specifi cally acquired knowledge. These domains are ethics and 
world view, general skills of learning and social skills. 
Pupils’ average accomplishments in various 
fi elds of development in the fi rst class
The next sub-section of the current article concentrates on how the well-coping 
kindergarten children have managed at school. It is suitable to implement the 
school situation as a new experience through various activities, so that the pu-
pil has an opportunity to learn the applicability of new knowledge and see how 
different activities can be planned exploiting the acquired knowledge. 
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Figure 4. Average achievements of the fi rst class pupils of Tallinn districts in different 
domains of curriculum.
Figure 4 indicates which assessments the fi rst class teachers have given to the 
pupils’ knowledge and skills in various domains. If the pre-school children’s 
knowledge in world view was one of the domains receiving the lowest evalu-
ation from the kindergarten teachers, then by the end of the fi rst grade the pu-
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pils’ awareness has risen considerably and the teachers have given the highest 
evaluation in this domain to the children of Nõmme (x=4,08) and Kristiine 
(x=4,11) district. High assessment has also been given to physical develop-
ment and this in all districts (between x=4,13 and x=4.59l). Lower assess-
ments have been given to the mother tongue knowledge of Haabersti pupils 
(x=3,23) and the achievement results of Lasnamäe children (x=3,29). Further-
more, achievements in musical skills among the pupils of Lasnamäe (x=3,30), 
Northern Tallinn (x=3,31) and Mustamäe (x=3,40) were considered rather low 
by the teachers. 
Becoming aware of the learner’s strong and weak sides helps the teacher 
to consider children’s individual speed of development in the most important 
domains connected to learning. The contemporary approach does not empha-
size so much the ability to memorize separate facts, but the acquisition of the 
basic skills promoting learning. Generally speaking it should be stated that 
kindergarten teachers give considerably higher assessments to the children 
than the fi rst class teachers. The most noteworthy differences can be detected 
in mother tongue and mathematics, where the school teachers’ evaluations are 
much harsher. However, both the domains of mother tongue and mathematics 
have sub-skills, the achievements in which are highly assessed. 
Both kindergarten and school teachers’ assessments to the achievements 
of children of all the districts in fulfi lling curriculum objectives do not differ 
greatly. The area of city centre, which is considered by many parents to be 
the only possible learning place, does not in any way stand out against other 
regions. 
Discussion
Relying on the data treated above, it could be claimed that the kindergartens 
of all the districts of Tallinn are successfully able to prepare the children in 
subject skills and generally there is no need for extra training. The same con-
clusion can be drawn from the research results of the subject skills of the fi rst 
grade pupils. However, fostering the development of children’s social skills, 
self-image and values requires more support and this can be achieved with 
the help of an adult—under the supervision of a teacher at school or a par-
ent at home. We strongly believe that if the public pressure and the altered 
understanding of teacher’s work were no longer merely limited to “measur-
able” results and learning process was rather viewed as a joint network of 
co-operation, where everyone has a role to play, there would not be a necessity 
to toil for the schools’ entrance tests—pre-train the child, so that he/she can 
experience boredom during the fi rst year(s) at school and lose learning motiva-
tion and need to make efforts. 
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The results of the competition between schools and the movement towards 
deepening elitism can be rather dramatic both to our lifestyle as well as the 
health of our society. The best concept of quality and equal education has been 
expressed by an outstanding educationalist Fullan: “Two pupils of similar home 
background, who study in different schools, vary more in their learning results 
than these two students who come from homes with different backgrounds, but 
study in the same school.” (Kreitzberg 2006). “Estonia of Market Education 
and Elite Schools”—is a strongly polarized society of market-centred educa-
tion, where educational system has been divided on all levels into elite and 
common education (Heinla 2004:204).
School presupposes that children will follow in their parents’ footsteps 
while choosing educational standard. This retains the social hierarchy in so-
ciety. Bourdieau believes a school to be a machine which divides people into 
separate stratums of economic, cultural and social relations. Education also 
classifi es people economically, determining a certain profession, position, in-
come, life standard and the whole lifestyle. Whose starting position is not the 
best can improve their position with active work (e.g. education). However, for 
real progress they have to make a bigger effort than the child of a better fam-
ily for the same endeavour. A child is assessed and grouped according to his/
her abilities, character etc day after day and year after year (Leino 2004b:39). 
The primary idea of liberalism is a free choice of school, however, this has un-
fortunately changed into the schools’ liberty to select the students. At fi rst the 
students choose the schools, but then certain schools emerge as more dominant 
and these start to opt for pupils based on certain characteristics. 
In conclusion it could be said that both kindergarten and school teachers of 
Tallinn assess children’s achievements in different study domains to be above 
average, which indicate teachers’ consistent and diligent work. Teachers have 
carefully followed the aims set in frame curricula and the outcomes of these 
objectives are refl ected in the real attainments of children. Regarding the cur-
riculum we can claim that children are well prepared for entering the fi rst class 
and there is no need for participating in the entrance tests of the schools with 
non-restrictive regions, hence, putting major responsibilities on oneself and 
the children: taking the child to school/training/home or becoming involved in 
the hectic traffi c on a long school way or elbowing one’s way in over-crowded 
public transport etc. 
The curricula do not specifi cally emphasize the need for providing learners 
with positive learning experiences or developing their study potentials, hence, 
these crucial aspects have been cast to the background of the teachers’ attitudes 
and activities. Another troublesome aspect is the children’s social and ethi-
cal development. The teachers’ possibilities to pay more attention in learning 
process to emotional and social factors have diminished over the last decades, 
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at the same time too much emphasis is put on competition, which in conclusion 
causes the academic failure of many children on their future educational path. 
Sensitivity and empathy is, fi rst and foremost, expected from the teachers, 
but also educational scientifi c and psychological knowledge. Here the most 
crucial aspects for children are learning experiences, versatile development of 
perception skills, not so much specifi c facts and acquisition of school wisdom. 
Child-centred education highlights the teacher’s active participation in learning 
process (Hytönen&Krokfors 2002). Moreover, the teacher has to be aware of 
the student’s actual and closest zone of development (Võgotski 1981), which 
would require consideration of 1) child’s ability to cope without any outside 
help and 2) what he/she can manage with under an adult’s guidance. Further-
more, the child must be given an opportunity to develop in an individual pace, 
assisted by a teacher. Võgotski (2005) interprets self-esteem as the social con-
sciousness transferred to the person’s internal plan. The world view, ethical 
and aesthetical norms dominating the society become the forces determining 
the behaviour of a specifi c person, especially if these have become parts of the 
person’s self-consciousness, his/her self-ideal. Comparing one’s real activities 
and behaviour to the ideal determines the person’s self-esteem and steers his/
her future behaviour. This, however, means that the teacher has an ideal posi-
tion to guide learners through such experiences, which help them comprehend 
that they are able to study, they are valuable and they can manage.
Organising school entrance tests brings about numerous hazards. The most 
crucial of these is the pressure on kindergartens and parents. Kindergartens 
are forced into training the children for the tests and teach them specifi c skills. 
However, it is far more important from the perspective of the child to pay more 
attention to the general and versatile development of them. Dividing children 
into groups is coincidental. Teachers who see the child for the fi rst time fail 
very often to determine who is the best. Such a decision can not even be made 
based on some tests. A shier child, who is afraid to show his/her knowledge 
in front of a commission of strangers, is very often considered not to belong 
among the talented. The child, who does not seem to be talented based on the 
fi rst impression, can become the best in certain subjects within a couple of 
years. 
Answering the question set in the heading of the article: does the loca-
tion of school in Tallinn affect children’s achievements in the objectives of 
curriculum; we can base our conclusion on the results of conducted research 
and claim: children manage successfully at the beginning of their educational 
path despite the location of kindergarten/school they attend. Many European 
countries have tried to diminish educational stratifi cation by avoiding selection 
in an early age and favouring the principle of comprehensive school. Esto-
nian schools have been established according to the concept of comprehensive 
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school, which should guarantee equal possibilities for all children; however, 
this principle has partly been disregarded 
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Educational objectives as the basis for successful 
coping at school
Leida Talts, Ene Mägi, Helle Sikka, Maie Vikat & Airi Kukk
Introduction
The Estonian Framework Curriculum for Preschool Education (1999) as well 
as the National Curriculum of General Education set high requirements for 
children’s intellectual, social and physical development. According to several 
studies (Talts 2003, 2005; Sikka & Vikat 2005), reaching social competences 
is a more complicated and many-sided process than acquiring subject skills. 
The reason is that social skills cannot be directly conveyed to children through 
teaching. Instead, children should themselves generate new ideas on the basis 
of their own previous knowledge and experience. In order to develop chil-
dren’s perception of themselves as citizens, it is important to emphasise those 
goals of the curriculum, which promote the main qualities of citizenship: iden-
tity, belonging and participation. 
The Core Curriculum of Preschool Education in Estonia endeavours to di-
rect the development of children into citizens through the following goals: 1) 
support and monitor children’s physical, psychological, social, cognitive and 
emotional development and to prevent any diffi culties that may rise; 2) learn 
the basic skills of and knowledge from different areas of learning; 3) learn how 
to refl ect on what is right and wrong. The central concept of the pedagogical 
approach stresses the importance of a child-centred approach in which children 
should be active learners and adults are simply guides. Such approach gener-
ally relies on the socio-cultural development theory by L. Vygotski (1981), 
which considers joint activities of adults and children important for social and 
mental development of children. A real joint activity is not just acting together 
or following orders. Real cooperation presupposes assisting guidance that takes 
into consideration child’s development. Other researchers also emphasise the 
importance of cooperation between an adult and a child for the formation of 
a citizen. For example, D. Wood and N. Benett (2001) criticise the studies of 
childhood that only refl ect the voice of adults—teachers, educators or parents. 
In the process of socialisation a child needs emotional and mental support of 
the adults important to him/her. 
According to Webster-Stratton (1999), teacher’s attention is the best mo-
tivator for a child as a successful learner. Teacher’s encouragement and ac-
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knowledgement promote child’s self-esteem, a trusting relationship, academic 
and social competence. In the process of interaction the teacher and child may 
considerably infl uence the quality of emotional relationship and teacher’s 
emotional responses to children’s individual ways of communication. Effi cient 
learning can take place in the situation where teachers try to offer positive 
learning experience through emotionally enriching interaction. 
Child’s readiness to communicate increases the teacher’s sensitivity to him 
or her (Howes, Galinski & Kontos 1998). The formation and development of 
the relations require actual time spent together so that a chance could arise 
to share experience. Many teachers-practitioners have observed the gradual 
decrease of such humane aspects in the learning process. Thus, according to 
Hanko (1999), tension has developed between the things teachers consider 
important in the learning process and offi cial regulations, which stress the im-
portance of measuring everything. Teachers’ opportunities to pay more atten-
tion to emotional and social factors in the learning process have diminished in 
recent decades, emphasis lies more on rivalry and competition, which in the 
long run causes academic and social failure of many children.
Estonian kindergarten teachers enthusiastically follow the goals of the 
Estonian Framework Curriculum for Preschool Education that allow meas-
uring—reading, writing, mathematical skills, etc. (Hytönen jt 2003; Talts & 
Mägi 2005). At the same time there is certain concern about children’s social 
and ethical development, which is infl uenced not only by things children learn 
in preschool establishments and at school but by the general socio-cultural 
background of children. In spite of the high assessments of children’s achieve-
ments given by kindergarten teachers before children commence school (Talts 
& Mustimets 2003), the development of social and ethical skills of children 
appears the most diffi cult. According to Puurula’s (2000) study, the preschool 
and classroom teachers, compared to subject teachers, aimed to shape more 
social and moral characteristics. They also contacted parents more and were 
more willing to notice and take actions to prevent the abuse of children and to 
develop students’ autonomy and tolerance.
To support the children’s learning process and to guide children toward 
becoming conscious about their own learning process is important in everyday 
practice (Ford, 1992; Fumoto, 2002; Hanko 2002; Howers, 2002). Mikko Oja-
la (Ojala,1998; Ojala, 2004) stresses that learning can be supported by play and 
imaginative activities including drama, fairy tales, stories, etc. Learning should 
be organised so that children can learn in everyday situations and teaching 
should take place together with play. While playing children use their existing 
experience, which grows when they get to know themselves and surrounding 
environment better.
Educational objectives as the basis for successful coping at school 125
Without doubt, the leading role in the management of child’s mental and 
ethical development belongs to the family and childcare institutions. Many 
parents are not able to provide their children with a rearing environment, 
which would meet contemporary requirements, because of various reasons, 
such as being too busy with professional work, socio-economic hardships, etc. 
The state system of education should offer versatile help in this area and grant 
every child with an opportunity to receive qualitative education. 
 Some examples from the Framework Curriculum for Preschool Education, 
which defi ne the required results of children starting school in social develop-
ment. 
 A child behaves according to the generally accepted norms of behaviour, is 
able to analyse his/her behaviour; follows relatively complex oral instructions 
of an adult and, when necessary, corrects his/her activities; maintains positive 
relations with his/her peers, wishes and dares to communicate with adults. The 
examples given above demonstrate only some expectations to the children who 
start school, which are realised at the same level on different children. When 
they start school these skills are elaborated, so that there is no reason to worry 
if the level in one skill or another is not up to the prescribed standards. It is 
considerably more important to preserve child’s interest in experiencing and 
joy of action.
The aim of the current article is 1) to fi nd out about the position the edu-
cational goals related to ethical and social skills occupy in the assessments of 
preschool teachers; 
2) to deal with children’s social skills before they go to school and at the 
end of their fi rst school year; 3) to compare the understanding of teachers about 
the goals related to ethical and social development of children and children’s 
actual achievements in this fi eld.
Empirical study
The sample and methodology. The methodology based on the questionnaires 
compiled by researchers of Helsinki University (Hytönen & Krokfors 2002; 
Hytönen 2005).The environment of preschool training and teachers’ priorities 
in achieving the objectives of preschool training were studied in Tallinn in 
2002–2004. The study was carried out in three stages. At the fi rst stage a ques-
tionnaire with 53 statements was administered to fi nd out about the teachers’ 
views of children’s learning. The questionnaire also included 50 statements to 
assess the educational theories of the teachers. The statements related to teach-
ing and education relied on the curricula of preschool education in Estonia. Ac-
cording to the Board of Education of Tallinn there were 293 preschool teachers 
in Tallinn in October 2002. The questionnaire was completed by 231 preschool 
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teachers of Tallinn, which is 78.8 per cent of the total number. The average age 
of the teachers questioned was 42 years. In Estonia the professional training of 
teachers working with groups preparing children for school meets the qualifi -
cation requirements circa 90 per cent.
Preschool teachers were asked to assess to what extent they would priori-
tise general educational objectives and various content-related goals of pre-
school training. The assessments by the teachers characterising educational 
goals of preschool training were studied by means of factor analysis. As the 
result of factor analysis the dimensions of objectives became clear, which al-
lowed us to introduce the following groups of dimensions. The assessments 
given to general educational objectives formed four independent dimensions 
of educational objectives: self-image and emotions, altruism and accepting 
diversity, learning and thinking skills, sociability. Three independent dimen-
sions were related to ethics and attitudes: appreciating different attitudes, ethi-
cal education, religious education. Objectives expressing physical and motor 
development formed two dimensions: basic movement and different forms of 
movement, motor skills. Objectives related to art and culture formed three di-
mensions: fi ne arts, music, manual activities. Language and communication, 
mathematics and natural history formed separate dimensions.
To sum it up, from the statements chosen from the curriculum of preschool 
training, 16 educational objectives were selected as the result of factor analy-
sis, the sum totals of which, as calculated according to the assessments given 
by the respondents, were used in the research as indicators characterising the 
emphasis of educational objectives. Since different objectives were character-
ised by different numbers of sentences, the sum total of points was converted 
to match the initial scales of the questionnaire (1–5), which allowed us to com-
pare varying emphases of different objectives.
A standardised sum total of points was calculated for each participant of the 
questionnaire (scale 1–5), which indicates how highly each teacher assessed 
different educational objectives. The scales (1–5) provided the following op-
tions: 1–2 “weakly”, 3–4 “more or less”, 4–5 “excellently”. On the basis of the 
answers given by the preschool teachers of Tallinn the mean of the sums of the 
points (M) and standard deviation (SD) were calculated.
At the second stage teachers of preparatory groups assessed the achieve-
ments of children prior their commencing school relying on curriculum aims. 
At the third stage teachers of primary school were asked to assess the achieve-
ments of the same children at the end of their fi rst school year. At both second 
and third stage of the study teachers were asked to evaluate children’s indi-
vidual achievements in nine target areas:
a) Learning skills (15 items)
b) Social skills (12 items)
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c) Language and communication (25 items)
d) Mathematics (27 items)
e) Ethics and world view (8 items)
f) Science and the environment (8 items)
g) Health (8 items)
h) Physical and motor development (8 items)
i) Art and culture (20 items)
The nine areas were rated on a scale from one to fi ve (1=very low level; 3=me-
dium level; 5= excellent level) for each item. While the number of items dif-
fered among the nine learning areas, the statistical analyses across areas were 
based on corresponding values (the total sum of scores was divided by the 
number of items). The reliability for rating the children’s learning was calcu-
lated by an Alpha-coeffi cient. The results showed a very high reliability for the 
teachers’ rating (Alpha=.95). 
The sample was stratifi ed according to eight districts in the city of Tallinn. 
The sampling was proportional to the number of children and the setting in 
each district. The researchers from Tallinn received evaluation data of 198 
children (92 girls and 106 boys).
Assesments of teachers of different educational objectives
The educational objectives of preschool teachers of Tallinn gives an overview 
of the assessments of teachers of different educational objectives.
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Figure 1. Priorities of educational objectives of preschool training in Tallinn (N=231)
The mean assessments of kindergarten teachers demonstrate that social and 
ethical skills as well as appreciating different attitudes and altruism and accept-
ing diversity have received weaker assessments from the teachers than other 
objectives. The exception is the development of a child’s learning and thinking 
skills, which is essentially more appreciated by teachers. Teachers consider 
developing language and communication (objective 5) and mathematical skills 
(objective 6) more important as educational objectives.
Taking into account the long-term isolation of Estonian society in the con-
ditions of the Soviet regime the study allows us to claim that our kindergarten 
teacher training curricula are open to new ideas. In the more relaxed conditions 
it is also possible to revive the valuable pedagogical legacy.
Children`s achievements assessed by their teachers
The following part of the article relies on the children’s achievement of differ-
ent target areas, which were assessed by there teachers. 
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Relying on the teachers’ mean assessments of nine target areas, the follow-
ing general overview may be given:
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Figure 2. Teachers’assessment of different target areas of children’s development 
(N=198)
Teachers’ assessments of the preschool children’s levels of development in 
different target areas are relatively high—there is no mean assessment below 
3.80 in any of the target areas. Out of the listed target areas teachers have given 
lower assessments to children’s knowledge of ethics and world view (x=3.77), 
understanding of environment and nature (x=3.94) and social skills (x=3.98).
Although teachers’ assessments of children’s learning skills are generally 
above the average, according to them, the majority of shortages in this target 
area are related to children’s trust in themselves as learners (x=3.70). It is also 
more diffi cult for children to set aims to their activities and pursue these aims. 
Another learning skill that is relatively weak is the ability of active learning.
Among social skills children’s abilities to consider the feelings of others 
and to solve confl icts deserved lower assessments. At the same time teach-
ers have assessed highly children’s readiness to communicate with peers and 
adults.
The skills that have been acquired best and worst.
Relying on all nine target areas of the curriculum, which include 131 constitu-
ent skills, and ranking the 15 best acquired and 15 worst acquired skills, we get 
the result shown in the table below.
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Table 1. The skills that have been acquired best and worst by children 
Best Worst
1. Dressing and undressing independently 4.73
The ability to wait for one’s turn 
in the conversation 3.80
2. Counting numbers from 1 to 10 4.69
Comparing a range of lengths 
and weights 3.79
3. Coping with the basic hygi-enic procedures 4.66
Taking responsibility for 
one’s activity 3.77
4. Knowing numbers from 1to 10 4.65
Understanding the meaning of one’s 
activity in relation with others 3.77
5. Knowing the concepts ‘the largest, medium and the smallest’ 4.59 Setting aims to one’s activity 3.76
6. Using scissors 4.59 Understanding the principles of sustainable development 3.74
7. Holding a pencil in the right position 4.55 Creating different rhythms 3.73
8. Knowing the concepts ‘less, more and as much as’ 4.53 Taking care of common things 3.72
9. Doing physical exercises in a room 4.53 Accepting cultural variations 3.69
10. Doing physical exercises outdoors 4.51 Trust in oneself as a learner 3.69
11. Knowing the letters of the alphabet 4.50 Participating in solving confl icts 3.66
12. Knowing the concepts ‘similar and different’ 4.50
Considering the feelings 
of other people 3.61
13. Understanding the concepts of expressing direction 4.49
An ability to put oneself in the 
other person’s position 3.57
14. Knowing the fi gures, numerals and re-spective quantities from 1 to 10 4.49
Understanding the effect of one’s 
activity on the environment 3.56
15. Finding pleasure in movement 4.48 The skill of rhyming words 3.54
The given lists show that the achievements of children who go to school are 
better in mathematics, manual activities and physical development than in the 
areas concerning ethics and social skills. The shortcomings in ethics and social 
skills may deepen at the next level of education and endanger academic cop-
ing. 
Educational objectives as the basis for successful coping at school 131
Achieving the goals of the curriculum by the end of the first 
school year
The present study, which deals with children’s achievements at entering school 
and at the end of their fi rst school year, reveals essential differences in the 
achievements of the same children in kindergarten and at school. Dividing 
children into three different groups—bad (10,3%; middling (36,8%) and good 
(53%) we got following results. The achieving of the children, who were as-
sessed higher in kindergarten than at the end of their fi rst school year, have 
been refl ected in Figure 3.
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Figure 3. The achievement of the children, assessed higher in kindergarten, at the end 
of their fi rst school year
It appears that the group of children that was stronger in the kindergarten is not 
so highly assessed by schoolteachers. Primary school teachers have been much 
more critical while assessing children. The reason may also be that children 
belonging to the stronger group ‘rest on their laurels’ at school without fi nding 
new stimulation that would take into account their earlier experience and level 
of development.
The achievements of the children belonging to the weaker group in the 
kindergarten may improve considerably (see Figure 4).
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Figure 4. The achievements of the children, assessed lower in kindergarten, at the end 
of their fi rst school year. 
It appears that the achievements of children who received lower assessments in 
kindergarten do not necessarily become worse at school, often their potential 
fl ourish there. 
The assessments of teachers of educational goals as 
compared to pupils’ achievements 
The following fi gure (Figure 5) gives an overview of the objectives of the cur-
ricula considered important by teachers and of the assessments of children’s 
achievements given by the teachers.
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Figure 5. Assessments of Social and ethical values assessed by the teachers’and chil-
dren’s 
It appears that teachers’ priorities have an impact on children’s achievements. 
While considering social and ethical objectives less important than subject 
skills, preschool teachers do not pay enough attention to developing respective 
skills.
Conclusion and discussion
The characteristics and educational objectives of the teachers in Estonia, is 
suffi cient for realising the objectives of the curricula. The teachers appreciate 
highly the principles of child-centred pedagogy, but sometimes there is certain 
insecurity about the priorities of the curricula. The Estonian curriculum em-
phasises the expected results, which are expressed in the good subject-related 
results of children and less in basic social skills.
The objectives of the curricula are realised through teachers’ practical activ-
ity. Estonian teachers assess objectives related to skills more highly: language 
and communication, mathematics, environment and natural history. Although 
the child-centred attitude as an educational principle has been accepted, kin-
dergarten teachers often have problems with simultaneously keeping in mind 
the level of development of each individual child as well as the expectations of 
parents and schools for concrete skills of each child.
The aim of preschool teachers is to achieve these skills by the time children 
go to school. The question primarily lies in the use of child-friendly methods 
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of teaching, which would help children to develop a positive self-image and 
learning skills. 
The contemporary situation of Estonian preschool pedagogy combines the 
characteristics of the recent totalitarian society and the attempt to achieve the 
level of the advanced societies at an accelerated pace. This results in the situa-
tion where general pedagogical objectives are not so clearly prioritised. In the 
assessments of the teachers subject-centred approach prevails, which is not in 
keeping with the development of preschool children. The level of skills and 
views-ethics, social skills etc, which is infl uences not by the things learned in 
kindergarten groups or school alone but also the whole socio-cultural and chil-
dren’s family backround, falls behind concrete acquisition of knowledge. 
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Suomalaisen lapsikeskeisen pedagogiikan 
kehityslinjoja toisen maailmansodan jälkeen
Eräitä kriittisiä havaintoja
Juhani Hytönen
Suomessa lapsikeskeinen kasvatus virisi toisen maailmansodan jälkeen myö-
hemmin kuin useassa muussa Euroopan maassa, vasta 1980-luvulla. Pääasi-
allisena syynä näin myöhäiseen ajankohtaan oli vuonna 1965 eduskunnassa 
hyväksytty peruskoululaki. Peruskoulun vaatimuksiin ja käytäntöihin pereh-
tyminen sekä lakitekstien edellyttämien uudistusten toteuttaminen kestivät 
maamme koululaitoksessa ja opettajankoulutuksessa lähes 15 vuotta. Perus-
koulun sisäinen kehittäminen 1980-luvun alkuvuosina merkitsi osalle opetta-
jia siirtymistä lapsikeskeisiin toimintamalleihin, joita usein ohjasivat kyseisten 
kasvatusteorioiden klassikkojen ajatukset. Peruskoulun alimmilla luokilla alet-
tiin kokeilla jopa perinteistä kokonaisopetusta. Maamme kokeman taloudel-
lisen laman jälkeen lapsikeskeisen kasvatuksen sisältö muuttui 1990-luvulla. 
Keskeiseksi päämääräksi asetettiin kykenevien yksilöiden kasvattaminen. Vas-
taavasti väheksyttiin yhteisökasvatusta, oppimista sosiaalisena tapahtumana ja 
kansalaiskasvatusta. 2000-luvun taitteessa suomalaisessa pienten lasten kasva-
tuksessa nousi valta-asemaan lapsilähtöinen kasvatusideologia. Korostettiin, 
että kasvatuksen tavoitteet, sisällöt ja menetelmät tuli johtaa lapsesta. Etukä-
teen laadittuja kasvatus- ja opetussuunnitelmia sekä välitöntä opettamista ja 
opettajan valta-asemaa vastaavasti vieroksuttiin.
Lapsikeskeinen pedagogiikka jäi suomalaisessa kasvatuskeskustelussa ta-
ka-alalle pian toisen maailmansodan päättymisen jälkeen. Pienten lasten kas-
vatuksessa 1900-luvun alkuvuosikymmeninä koululaitoksen kehittämis- ja ko-
keilutoiminta oli huomattavassa määrin perustunut lapsikeskeiseen teoriaan; 
muodollisena päätepisteenä tälle voidaan pitää maamme koulujärjestelmää uu-
distettaessa toteutettua alakansakoulun liittämistä varsinaiseen kansakouluun 
ja siitä seurannutta alakansakoulun oman opettajankoulutuksen lakkauttamista 
1940-luvun lopulla.
Ennen 1980-lukua lapsikeskeinen teoria tuli esiin joko kätketysti – peda-
gogisessa tausta-ajattelussa – esimerkiksi varsinaisen kansakoulun (komitean-
mietintö 1952:3) ja peruskoulun (komiteanmietintö A 4, 1970) opetussuunnitel-
missa, tai lapsikeskeistä teoriaa käsiteltiin historiantutkimuksen näkökulmasta 
(Lahdes 1961, Bruhn 1963 ja 1968, Kauranne 1971). Ilmeisesti kuitenkin lap-
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sikeskeisen pedagogiikan perinne näkyi alakouluseminaareissa koulutuksensa 
saaneiden opettajien välityksellä erityisesti maamme oppivelvollisuuskoulun 
alimpien luokkien kasvatuskäytännöissä aina 1980-luvulle saakka.
Kiinnostus lapsikeskeistä teoriaa kohtaan alkoi viritä Suomessa uudelleen 
1980-luvun alkupuolella. Kun peruskoulun puitteet ja reunaehdot olivat tulleet 
tutuiksi, päästiin oman pedagogiikan luomiseen. Peruskoulun sisäinen kehit-
täminen 1980-luvulla merkitsi osalle opettajia siirtymistä lapsikeskeisten toi-
mintatapojen kokeilemiseen. Alkuvaiheessa tarkasteltiin erilaisten viitekehys-
ten tarjoamista näkökulmista käsin lasta tutkimustyön kohteena (Ojala 1984) 
ja suomennettiin – lähinnä käytännön kasvattajien tarpeiksi – lapsikeskeisen 
pedagogiikan klassikkoja (Hayes & Höynälänmaa 1985, Freinet 1987) sekä 
1960- ja 1970-luvun lapsikeskeistä metodikirjallisuutta (Lauriala 1986). Myö-
hemmin alettiin raportoida myös kotimaisen lapsikeskeisen kokeilutoiminnan 
tuloksista. Erityisen suosituiksi nousivat integraatiokysymykset eli oppimisen, 
opettamisen ja opetussuunnitelman eheyttäminen (mm. Salonen 1988, Lauk-
kanen et al. 1990). Jopa perinteisestä kokonaisopetuksesta oltiin kiinnostuneita 
(esim. Pietilä 1988).
Kokonaisopetusta kokeiltiin Suomen peruskouluissa erityisesti 1980-lu-
vun jälkipuoliskolla. Tunnetuimmat kokeilut olivat Teppanan, Kärsämäen ja 
Pyhäsalmen ala-asteilla. Kokeilut olivat lähtökohdiltaan hyvin samanlaisia. 
Oppiainejakoisen opetussuunnitelman ja siihen perustuvan tuntijaon koettiin 
luovan kaavamaisuutta oppikirjoihin ja ala-asteen työtapoihin, joten kokeiluis-
sa pyrittiin ainejaon ja minuuttiaikataulun purkamiseen teemojen ja aihekoko-
naisuuksien avulla (Karsikas & Karsikas 1988, 7, Sarkkinen & Kauppi 1988, 
31 ja Piippo 1990, 123–124).
Luokassa työskentelyä pyrittiin laajentamaan koulun lähiympäristön mah-
dollisuuksia hyväksi käyttäen. Sarkkinen ja Kauppi toteavat (1988, 34), että 
”tärkeimpänä opiskelukohteena oli ympäröivä luonto, kylä ja ihmiset sekä 
vuoden kierto vuodenaikojen vaihteluineen, juhlineen ja tapahtumineen sekä 
koululaisen maailma”. Kärsämäen kokeilussa luokalla oli ”kummilapsi” sekä 
isovanhemmat (”mamma ja pappa”), jotka siirsivät perinnettä oppilaille mah-
dollisimman monipuolisesti (Karsikas & Karsikas 1988, 13). Tuloksena oli, 
että ”aiheita ei käsitelty minkään oppikirjan sanelemassa järjestyksessä eikä 
asioita käyty läpi minkään opettajan oppaan kaavan mukaisesti” (mt., 14).
Kokeilussa pyrittiin opettajalle antamaan opetustilanteissa uudenlainen 
rooli. Teppanan kokeilussa opettajaa luonnehdittiin ”lapsen työn ohjaajak-
si” (Piippo 1990, 126), jonka ”täytyy olla aktiivinen havainnoitsija, jotta hän 
pystyy oikeaan aikaan ja oikealla tavalla tuuppaamaan oppilasta eteenpäin”. 
Kärsämäen kokeilijat puolestaan korostivat, että yhtenä kokeilun tavoitteena 
oli saada oppilas ”työskentelemään oma-aloitteisesti ja itsenäisesti ilman opet-
tajan apua” (Karsikas & Karsikas 1988, 14).
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Kaiken kaikkiaan näyttää siltä, että kokeiluissa oltiin paremminkin selvillä 
siitä, mistä haluttiin eroon tai mitä oltiin vastustamassa, kuin siitä, mitä uutta 
kohden oltiin pyrkimässä. Lapsikeskeisyyttä kasvatuksessa käsiteltiin lähinnä 
opetusmetodisena ratkaisuna, jonka avulla oli mahdollista päästä eroon esi-
merkiksi ainejakoisesta opetussuunnitelmasta ja opettajan aktiivisesta roolista 
opetustilanteissa. Kasvatustoiminta kokeiluissa oli pääosin staattista ja säilyt-
tävää; kokeiluissa painottuivat ympäristöön tutustuminen ja menneisyyden 
näkökulma, perinteiden siirtäminen uudelle sukupolvelle. Kansalaiskasvatus 
jäi kokeiluissa taustalle. Oppivelvollisuuskoulun tärkeä tehtävä on kuitenkin 
myös yhteiskuntaa kehittämään haluavien ja pystyvien kansalaisten kasvatta-
minen.
Suomessa koettiin taloudellinen lama 1990-luvun taitteessa. Ilmeisesti osin 
sen seurausvaikutuksena maamme koulutuspolitiikassa alettiin aikaisempaa 
painokkaammin korostaa lasten yksilöllisyyttä ja kykenevyyttä. Lapsikeskei-
syys kaventui yksilökeskeisyydeksi. Näkyvimmin ja laaja-alaisimmin yksi-
löllisyyttä korostava kasvatusnäkemys oli 1990-luvun alkuvuosina Suomen 
koulutusjärjestelmässä esillä vuosiluokkiin sitomattoman opetuksen eli ”luo-
kattomuuden” kokeiluissa.
Kiinteistä lapsiryhmistä luopuminen merkitsi kokeiluissa sitä, että oppilaat 
sijoitettiin eri aineissa opiskelemaan – perusopetusryhmien rajat ylittäen – ky-
kyjensä mukaisiin ryhmiin. Merimaa (1996, 111) määrittelee vuosiluokkiin si-
tomattoman opetuksen toteamalla, että ”koulun suuntaa pyritään muuttamaan 
sellaiseksi, jossa oppiminen tapahtuu oman toiminnan vaikutuksesta ja oman 
oivalluksen kautta osaamistasoltaan homogeenisessa ryhmässä ja yhdessä 
muun ryhmän kanssa.”
Merimaan tavoin Mehtäläinen (1996) korostaa, että vuosiluokattomuus 
tuottaa ainakin ajoittain tiedollisesti ja taidollisesti aikaisempaa homogeeni-
sempia oppilaiden ryhmityksiä. Hän luonnehtii lisäksi osuvasti vuosiluokkiin 
sitomattoman opetuksen yksilökeskeisyyttä. ”Vuosiluokattoman toiminnan 
perimmäinen tarkoitus on oppilaiden huomioon ottaminen yksilöinä sekä yk-
silöllisten opintosuunnitelmien joko tilapäisempi tai pysyvämpi rakentaminen 
kullekin kouluasteelle ja -tyypille ominaisella tavalla” (mt., 8). 
Sen sijaan että olisivat tarvittaessa rohkaisseet eriyttämään opetusta pysy-
vässä ja turvallisessa perusopetusryhmässä – erilaisten tehtävien ja velvolli-
suuksien muodossa, toteuttamalla yhteistoiminnallista oppimista jne. – vuo-
siluokkiin sitomattoman opetuksen kannattajat näkivät paremmaksi särkeä 
perinteiset luokkamuodostelmat. Berlakin & Berlakin (1981, 154–155) käyttä-
män terminologian mukaan he alkoivat jo hyvin varhaisessa vaiheessa painot-
taa oppimista yhteiskunnan kasvatusjärjestelmässä yksilöllisenä tapahtumana 
ja kiinnittävät oppimiseen sosiaalisena tapahtumana vain vähän huomiota.
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Lyhytaikaisiksi kootuissa lapsiryhmissä, joiden rakenne lisäksi aika-ajoin 
vaihtelee, ei synny yhteisiä tavoitteita ja jaettuja kiinnostuksenkohteita, jotka 
ovat tärkeitä minkä tahansa sosiaalisen yhteisön solidaarisuuden muodostu-
miselle ja kehittymiselle. Toimiva yhteisökasvatus vaatii ryhmän pysyvyyttä 
ja kaikkien sitoutumista yhteisiin hankkeisiin. Vaikka lapset aika-ajoin työs-
kentelisivät rinta rinnan, jää se hauras tietoisuus, jota Dewey (1966, 358–360) 
kutsuu ”sosiaalisuuden hengeksi” (social spirit), vaille tukea ja kehittymis-
mahdollisuuksia.
Heterogeeniset ja pysyvät lapsiryhmät ovat oppivelvollisuuskoulun yhteis-
kunnallisen tehtävän, kansalaiskasvatuksen, kannalta tarpeellisia. Vanhemmat 
ja kasvattajat eivät voi vain yksinkertaisesti antaa lapsilleen demokraattista yh-
teiskuntaa. Tulevien kansalaisten on kasvettava demokraattiseen elämäntapaan 
hyväksymällä ja tunnistamalla se omakseen. Demokratiaan kasvattaminen on 
yksi suomalaisen perusopetuksen vaativista tehtävistä. Luokattomuuden ko-
keiluissa tämä tehtävä jäi 1990-luvulla taka-alalle.
Suomalaista pienten lasten kasvatusta käsittelevässä keskustelussa, teks-
teissä ja kokeiluissa on 2000-luvun taitteessa muodostunut runsaasti käyte-
tyksi käsitteeksi ”lapsilähtöisyys”. Käsitettä ryhtyivät pääasiassa käyttämään 
sellaiset varhaiskasvatuksen ja lapsuuden tutkijat, joiden kasvatusideologialle 
tai kasvatuskäsitykselle pelkkä uuden merkityksen tai sisällön antaminen si-
nänsä monitasoiselle ja moni-ilmeiselle lapsikeskeisyyden käsitteelle ei näyt-
tänyt riittävän. Ottamalla käyttöönsä lapsilähtöisyyden termin kyseiset tutkijat 
pyrkivät tarkoituksellisesti eroon koko lapsikeskeisen kasvatuksen käsitteestä. 
Vasta lapsilähtöinen kasvatus muodostui heidän käsityksensä mukaan aikuis-
lähtöisen kasvatuksen todelliseksi vastakohdaksi.
Lapsilähtöisen kasvatuksen puolestapuhujat eivät pidä tarpeellisena ope-
tus- ja kasvatussuunnitelmia eli etukäteen laadittuja kasvatuksen tavoitteita ja 
etukäteen valittuja kasvatuksen sisältöjä (ks. lähemmin Brotherus, Hytönen & 
Krokfors 2002). Heidän käsityksensä mukaan kasvatuksen tavoitteet, sisällöt 
ja menetelmät voidaan johtaa lapsesta. Tämä on mahdollista, jos kasvattajan 
toiminnan pääpaino on lasten havainnoinnissa ja kuuntelemisessa sekä tutus-
tumisessa lasten elämään kokonaisuudessaan.
Lapsilähtöinen kasvatusnäkemys pyrkii irti aikuisen valta-asemasta kas-
vatustapahtumassa. Oletetaan, että valta-asemasta päästään eroon, kun tämän 
toimintamallin tuloksena kasvatusprosessin tavoitteet, sisällöt ja menetelmät 
johdetaan lapsesta. Lapsilähtöisyys tuo kuitenkin mukanaan uudenlaisen val-
taongelman. Voimaperäisesti käytettynä lapsilähtöinen kasvatus saattaa nimit-
täin itse asiassa vaarantaa yhteiskunnan tarjoaman kasvatuksen avoimuuden 
ja läpinäkyvyyden. Demokraattisessa yhteiskunnassa myös julkisen kasvatus-
järjestelmän tulee olla demokraattisesti kehitettävä ja hallinnoitava instituutio. 
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Yhteiskunnan tarjoamaa kasvatusta ei voida jättää vain ammattikasvattajien 
käsiin.
Kasvatusjärjestelmän demokraattinen kehittäminen ja hallinto pyritään 
turvaamaan kasvatusta ohjaavalla lainsäädännöllä, siihen perustuvilla ope-
tus- tai kasvatussuunnitelmien valtakunnallisilla ja kunnallisilla perusteilla 
sekä varsinaista kasvatustehtävää toteuttavissa yksiköissä laadituilla opetus- ja 
kasvatussuunnitelmilla. Nämä kaikki ovat julkisia asiakirjoja, jotka – yhdessä 
toteutuneesta kasvatuksesta annetun palautteen kanssa – tekevät yhteiskunnan 
tarjoamasta kasvatuksesta näkyvän. Niiden kautta rakentuvan kuvan avulla jul-
kisen vallan edustajat, lasten vanhemmat ja ammattikasvattajat voivat yhdessä 
osallistua yhteiskunnan tarjoaman kasvatuksen suunnitteluun, seuraamiseen ja 
kehittämiseen. Lapsilähtöisesti toimittaessa valinnat ja ratkaisut jäisivät yksin-
omaan ammattikasvattajien käsiin, sillä hehän havainnoisivat ja kuuntelisivat 
kasvatustilanteissa lapsia.
Erityisesti pienten lasten kasvatuksessa korostetaan lasten kaikinpuolista ja 
tasapainoista kehittymistä. Etukäteen eri tasoilla valmiiksi laaditut opetus- ja 
kasvatussuunnitelmat ovat todennäköisesti paras tae sille, että edellä mainit-
tu tasapainoisen kasvatuksen vaatimus voi toteutua kaikkien lasten kohdalla. 
Lapsilähtöisessä kasvatuksessa kasvattajat tekevät lapsikohtaisesti kasvatuk-
seen liittyviä valintojaan ja ratkaisujaan. Koko lapsen tasapainoisen kehityk-
sen huomioon ottaminen riippuu jokaisen lapsen kohdalla siitä, mitä vastuussa 
oleva ammattikasvattaja hänestä kulloinkin havainnoinnin ja keskustelujen 
avulla valitsee kasvatuksen kohteeksi. Vastaavasti voidaan todeta, että loppu-
tuloksen kannalta ratkaisevaa on myös se, mitä kukin lapsi pystyy itsestään 
ammattikasvattajalle välittämään tai kertomaan.
Opettajan rooli kasvatustilanteessa onkin ilmeisesti yksi lapsilähtöisen 
kasvatusideologian ”sokeista pilkuista”. Vain harvat lapsilähtöiset teoreetikot 
todella analysoivat kasvattajan auktoriteettia. Myös opettajan asemaan väistä-
mättä kuuluva valtasuhde jää useimmiten lapsilähtöisen teorian ulkopuolelle. 
Siten – ainakin implisiittisesti – kasvattajat nähdään teoriassa tasapuolisina ja 
oikeudenmukaisina, pyyteettömästi kaikkien lasten parasta tavoittelevina op-
pimisen tukihenkilöinä ja opiskeluympäristöjen muokkaajina.
On varsin epätodennäköistä, että kasvattajan auktoriteetista vaikenemalla 
kyetään estämään sen mahdolliset seurausvaikutukset. Jo Rousseau aikanaan 
esitti, että Émileä ei saanut koskaan pakottaa tekemään sellaista, mitä hän ei 
itse halunnut. Hän piti esimerkin käyttöä ja jäljittelyä arvottomina kasvatus-
keinoina. Voidaan kuitenkin perustellusti kysyä, kuinka moni Émilen kiinnos-
tuksenkohde todella oli ”luonnollinen”, synnynnäisen kiinnostuksen aikaan-
saama (ks. lähemmin Hytönen 2008). Useimmat lasten kiinnostuksenkohteet 
ovat mitä ilmeisimmin peräisin tovereilta, vanhemmilta ja opettajilta. Siten on 
hyvin epätodennäköistä, että Émile – sama rakastettu opettaja usean vuoden 
142 Juhani Hytönen
ajan ainoana kumppaninaan – ei olisi jäljitellyt kasvattajaansa ja omaksunut 
häneltä kiinnostuksenkohteita, vaikka kasvattajan pyrkimyksenä oli pitäytyä 
kasvatustilanteissa taustalla.
Perusvaatimus Rousseaun laatiman kasvatusohjelman toimivuudelle oli, 
että Émileltä salattiin ohjelmaan kätkeytyvä kontrolli. Émile ei koskaan saanut 
tuntea olevansa kasvattajansa suunnittelemien vaikutusten kohteena. Lapsuu-
tensa ja nuoruutensa Émile uskoi olevansa täysin vapaa. Hän saattoi tehdä, 
mitä itse halusi. Émile koki, että rajat hänen toiminnoilleen ja vapaudelleen 
asettivat vain hänen henkilökohtaiset ominaisuutensa ja edellytyksensä. Émile 
oppi asioita, joista oli hyötyä hänelle itselleen ja ajankohtana, jolloin hän tunsi 
niitä tarvitsevansa. Hän oppi uutta välittömien kokemustensa kautta.
Todellisuudessa Émile ei itse ilmeisesti tajunnut tarpeitaan tai tarvitsemi-
siaan, vaan kasvattaja muokkasi tilanteet hänelle haasteellisiksi. Kasvattaja ei 
kuitenkaan koskaan puuttunut avoimesti Émilen kehityskulkuun. Hän sääteli 
Émilen kehitystä oman kasvatusnäkemyksensä ohjaamana salaisesti taustal-
ta. Lapsilähtöisen kasvatuksen puolestapuhujat eivät mitä ilmeisimmin pyri 
ajatuksiaan esittäessään salaamaan omaa osuuttaan lapsen kasvu- ja oppimis-
tapahtumassa. Kasvattajan auktoriteetin ja vallan analysoinnin avulla he saat-
taisivat kuitenkin luoda itselleen mahdollisuuksia tiedostaa aikaisempaa syväl-
lisemmin oma osuutensa ja merkityksensä lasten kasvutapahtumassa.
Lasten kiinnostuksenkohteiden varaan rakentuvalla pedagogiikalla on 
yleensä suhteellisen helppo aktivoida lapset työskentelemään, kuten edellä jo 
todettiin. Seurauksena tästä voi kuitenkin olla, että kasvattaja vastaavasti passi-
voituu. Vetäytyessään taustalle opettaja saattaa unohtaa kasvattajan vastuunsa. 
Opettajan vaativana tehtävänä on myös herättää lapsissa uusia kiinnostuksen-
kohteita, ei vain rakentaa sen varaan, mitä lapset tuovat kasvatustilanteeseen 
mukanaan. Kiinnostusten virittäminen edellyttää kasvattajan aktiivisuutta, 
opettamista. Osa lapsista tulee opetustilanteeseen mukanaan vain harvoja sel-
laisia kiinnostuksenkohteita, joilla on todellista kasvatuksellista merkitystä. 
Päämääränä tulee olla, että kaikille lapsille avautuisi mahdollisimman moni-
puolisena se mahdollisuuksien kirjo, jonka opiskelutilanne tarjoaa.
Edellä sanotun perusteella voidaan päätellä, että lapsen kiinnostuksen va-
rassa toimiva lapsilähtöinen pedagogiikka saattaa myös heikentää kasvatuk-
sellisen tasa-arvon toteutumista. Harrastuksia ja muita mielenkiintoisia asioita 
opitaan lapsuudessa sosiaalisesti. Lapsi tuo siten mukanaan päiväkotiin tai 
kouluun niitä kiinnostuksenkohteita, joita hän on omaksunut elämänpiiristään 
– vanhemmiltaan, sisaruksiltaan, sukulaisiltaan, tovereiltaan jne. Liian yksi-
puolisesti lapsen mielenkiinnon kohteiden varaan rakentuva kasvatus saattaa 
näin pönkittää olemassa olevaa sosiaalista kerrostuneisuutta, sen taustalla ole-
vaa arvomaailmaa ja sosiaalista eriarvoisuutta. Lapsen sosiaalisesta taustasta 
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johtuvien kehityksellisten erojen pienentäminen on demokraattisen yhteiskun-
nan kasvatusjärjestelmän tärkeä tehtävä.
Jos opettaja pienten lasten kasvatustilanteissa vetäytyy taustalle tukihenki-
löksi ja jättää lapset toimimaan virikkeiseksi olettamassaan ympäristössä vain 
heidän omien kiinnostustensa suuntaisesti, hän samalla unohtaa, että uuden 
oppimiseen liittyy aina väistämättä tiedollisen ulottuvuuden lisäksi myös emo-
tionaalinen ulottuvuus. Omalla esityksellään, eläytymisellään ja esimerkillään 
kasvattaja voi osoittaa lapselle, miten hän itse suhtautuu lasten opiskelun koh-
teena oleviin ilmiöihin, sisältöihin ja asioihin, miten hän niitä arvottaa ja ar-
vostaa sekä minkälaisia tuntemuksia ne hänessä herättävät. Pienen lapsen on 
yksin vaikea hahmottaa työskentelynsä kohteena oleviin asioihin ja ilmiöihin 
niihin väistämättä liittyviä arvo-, asenne- ja tunneulottuvuuksia.
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Forming general competence in the 1st stage of 
studies through craft education
Ene Lind
Abstract
The article gives an overview of the organization principles of the craft education syllabus in 
the curriculum of Estonian general education schools. The main attention is on craft education 
in the 1st stage of studies. To get an overview of how the teachers construe the new curriculum 
as a whole, the students were given an assignment within the subject didactic lessons to ana-
lyze the compatibility of the craft education syllabus to the general part of the curriculum. The 
obtained results are the basis for the further development of the didactics course and compil-
ing the subject syllabus of the craft education in general education schools.
Keywords: subject syllabus, competence, craft education
Introduction
The theory of curriculum emerged as a scientifi c branch in the 1960s, when 
the increasing amount of information was becoming too big to embrace it. 
According to the Tyler Rationale (Läänemets 2004:8), established by the cur-
riculum theoretician Ralph W. Tyler, the content of education has to answer the 
following questions:
• What educational purposes should the school seek to attain?
• How can learning experiences be selected which are likely to be useful 
in attaining these objectives?
• How can learning experiences be organized for effective instruction?
• How (and how reliably) can the effectiveness of learning experiences 
be evaluated?
Up to this day, these questions have been the indispensable components of a 
curriculum. 
The valid national curriculum establishes the objectives of teaching and 
education in basic schools and upper secondary schools, the principles of the 
national curriculum, the competence to be acquired, integration principles, 
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assessment principles, organization of study in stages of study, and general 
competence.
Competence in the development of Estonian curriculum is yet a rather new 
notion. In the national curriculum adopted in 1996, the general competence was 
only briefl y and primitively treated. Therefore Estonian teachers have only had 
insuffi cient contact with the notion of general competence. (Jaani 2004:11)
Competence can be regarded as the potential capacity of an individual to 
successfully treat some situations, undertake some work or complete an as-
signment. (Tamm 2002/3:41) Fast technological development, globalization, 
diversity, unequal possibilities, poverty, confl icts, signs of ecological exhaus-
tion, etc have caused changes in the society, where people need to contrive and 
adapt themselves as appropriate. It is essential to form certain competences 
in people, which would help to understand the world and thereby facilitate 
contriving. (Rychen, Tiana 2004:3) The national curriculum sees the notion 
of competence as follows: competence is capacity to effi ciently manage on 
a certain line or sphere of activity based on knowledge, skills, and values. 
(Põhikooli... 2002:872) 
The principle of the valid national curriculum is comprehensively support-
ing the development of students. Maintaining the interest towards learning is 
essential. It should be directed in the way that a student would develop through 
diverse learning experiences and the teaching and educating aspects should be 
balanced. 
V.-R. Ruus has noted that the valid curriculum of general education schools 
is ‘split’: the general part of the curriculum proceeds from one principle (cur-
riculum type of approach) and the subject syllabuses proceed from another 
principle (Lehrplan type of approach). The curriculum type of approach is 
more declarative, giving general guidelines, which resembles the general part 
of a curriculum. The Lehrplan type of approach is more specifi c, pointing out 
objectives by subjects. (Ruus 2001:5) Therefore it is diffi cult and in the begin-
ning perhaps uncustomary for teachers to unify the subject syllabus with the 
objectives and achievable competence established in the general part of the 
curriculum.
The national curriculum endeavors to form the competence of different 
fi elds, general competence and subject competence of students. The general 
competence is divided into four different categories: study competence, ac-
tivity competence, value competence, and self-determination competence. 
(Põhikooli... 2002:872) Study competence is the ability to lead effective study 
strategies and study activity through using appropriate study style; motivate 
and set himself to study, look for necessary information, get and overview of 
ones knowledge, engage one’s knowledge with that of the others and create 
new knowledge, observe and assess one’s activity of thought and study activi-
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ty. Activity competence is the ability to see problems and to solve them, to plan 
one’s activities, to set objectives of activity and foresee the expected results, to 
choose appropriate means of activity, function and assess the results of the ac-
tivities; also cooperation skills fall into this category. Value competence is the 
ability to recognize one’s own connection to other people, to one’s own culture 
and that of the others’, to nature, to what humans have created, to assess human 
relations and activities from the aspect of generally established ethics. The 
aim of evolving value competence is to form the skill to understand different 
values, to guide young people towards forming their values according to the 
value system approved in the society. Thus, in case of value competence, not 
only the understanding of values is important, but also accepting certain fi xed 
values. (Ehala 2002) What it basically expects is the ability to develop and 
form the values already existing in students. Self-determination competence is 
connected to the student’s ability to understand and assess himself, to function 
and act meaningfully in the society, to form himself as a personality.
The general competences are specifi ed in detail in different stages of study. 
These are regarded as general skills, which students have to acquire during the 
stages. Achieving general competences is not assessed; however, they can be 
observed as teaching and education objectives of the set of subjects in the stag-
es of studies. Achieving the competences (e.g. forming of students’ positive 
self-appraisal) presupposes that the teacher has a mission-orientated approach 
in every lesson. (Reps 2004) Learning skills develop in different contexts—
in the classroom, doing homework, studying independently, solving everyday 
problems. People have to be taught to see themselves as learners; they have to 
be taught effective learning skills and to use the skills in different situations. 
(Rebane 2001) In the course of their activities, students have to be able to use 
learning strategies and styles, which would help to motivate the student and 
set himself up to study. It is essential for the teachers to be aware of general 
competences and to form them in their students, considering the learning ob-
jectives and performance, which help to form the necessary skills, knowledge, 
value judgments, etc. The present article focuses on the possibilities of forming 
general competence in the 1st stage of studies through craft education. 
Craft in the curriculum
Craft (manual training) is a broad subject name, which comprises activities 
from home economics to electronics. Craft education in basic school consists 
of four different subject syllabuses: craft education for grades 1 to 3 (1st stage 
of studies), handicraft, home economics, craft and technology education for 
grades 4 to 9. Proceeding from the stage and principle differences, the subject 
syllabuses have separate objectives, study activity and results. The subjects 
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of craft have integrated general principles. These state developing students as 
individuals in the most versatile way and preparing them for independent life 
as the general objectives of craft education. The organization of the syllabus 
enables students to experience creative and critical attitude in the practical 
study process, while considering both national traditions and the needs of the 
modern world of work. Students learn to think, look for solutions, experiment, 
analyze their knowledge and adjust skills, to carry out their original ideas in 
practice, skillfully using modern materials, tools, and devices. (Põhikooli... 
2002:1065) 
Students on the 1st stage of studies can be characterized by balanced de-
velopment of brain’s processes. The line between fantasy and reality becomes 
clearer. Learning is mainly done through playing and imitation. Children un-
derstand phenomena diversely, using all the senses, emotions, physical activ-
ity, etc. Their approach is natural and establishes the basis for discovering, con-
structing their knowledge and understanding. It is important to offer children 
mental experiences to form the basis of future ethical imagination, to create 
a set of integrated images, to exercise their hand skill and effi ciency. (Sarv 
2001:22) The national curriculum prescribes joint craft education for boys and 
girls in grades 1 to 3. Due to concurrent themes with art education, integrated 
study of the two subjects is possible. 
Craft education and art education form an essential part of complete prima-
ry education. Therefore it is imperative that the things and art works produced 
in the lessons be made according to the principle that they could be used in 
other subjects, in managing a household or as a decoration, but primarily the 
objects made by children should serve the purpose of a plaything. If children 
in the fi rst forms know why, how, of what and what for the simple things are 
made and if they make these things themselves, then it infl uences their value 
judgments for the rest of their lives—they get the need to create and preserve 
the creations. The more technical skills and knowledge on imagining, design-
ing, and the elements of composition children have, the more creative the craft 
and art education become. (Veborn 1998:46)
The subject syllabus of craft education has been compiled on the principle 
that children have to acquire basic skills of work on the 1st stage of study. They 
should learn about the general characteristics and uses of different materials, 
the purpose, construction, handling, and maintenance of simpler tool. Techni-
cal safety requirements are introduced to students and safe manners of work 
are shown. (Lind, Pink 2001:86)
The subject syllabus consists of explanations on general principles, ob-
jectives, description of activities, the content of studies, and study outcomes. 
The content of studies states the areas that have to be treated in class. These 
are: working with paper and cardboard, modeling, construction, braiding, 
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woodwork, metal work, sewing, knitting and crocheting, skills and knowledge 
which are necessary in everyday life. Based on the study outcomes, students in 
the third grade should be familiar with different materials, handling and safely 
managing simpler tools; they should be able to plan and carry out different 
work, assess their work from the esthetic and practical point of view, be able to 
work individually following the instructions, maintaining their teaching aids, 
work space and clothes, behave nicely. Each teacher decides, how to achieve 
the outcomes, choosing appropriate study content and methodology provided 
by the theme units. Teachers are rather free in planning their work, which is 
new compared to previous subject syllabuses that had strictly regulated organi-
zation and content. 
Craft is positively considered as a conservative subject, in which handicraft 
skills are highly respected and which has its own position in preserving and 
developing national culture. However, the content and practical output of this 
subject at school should be interrelated with the latest achievements in science 
and technology. This sets new requirements to teaching the subject: it is not 
enough, if a student perfectly acquires different methods of work and the skill 
of producing an object by imitating the teacher. It is rather needed that national 
experience, innovation, modern technology and the goal orientated creative 
activity of student become combined. 
Handicraft is regarded as a part of art, esthetics or a hobby, in which per-
tinent skills are valued; it teaches us the Estonian culture and traditions. Na-
tional handicraft follows the traditions and consistent culture of ancestry; our 
cultural inheritance provides us with a certain national identity. Even today, 
national handicraft as cultural inheritance embodies consistency, which does 
not copy, but offers emotional satisfaction to the maker through fi nding new 
aspects in old values. (Jürimäe 2001)
The general objective of craft education—versatile development of stu-
dents as individuals and preparing them for independent life—should indicate 
that ideally craft education to greater or lesser extent supports the development 
of the whole set of general competences. 
Analysis of the craft education syllabus
The students of primary school teacher specialty were given an assignment 
within the subject didactic lessons to analyze the compatibility of the craft 
education syllabus to the general part of the curriculum. Written analyses were 
received from 170 students, 62 of them being students of full-time study and 
108 students of distance learning. 
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The following questions were of interest to us:
1. How well can a teacher work with a subject syllabus as a whole, in ad-
dition to the content of study, paying attention also to the aims, study 
activity, and study outcomes.
2. From the point of view of the teacher, how does the subject syllabus 
combine with the general part of the curriculum?
3. How well is the teacher able to interpret the curriculum?
The specifi c aim of students was to fi nd in the subject syllabus of craft educa-
tion references to if and how it supports acquiring general competence in the 
1st stage of study. Text directly form the subject syllabus has been used (as the 
primary assignment was set up) instead of the thoughts of teachers based on 
personal experience. 
1. Regards himself positively—taking care of clothes and footwear, per-
sonal hygiene (cleansing one’s body, hair, hands), keeping his room, 
workplace, study aids in order.
2. Is polite and redeems promises—a student learns to plan his work, carry 
out assignments; learns to work alone and collectively, is responsible 
for himself and others; acquires generally accepted manners; learns to 
keep order at home and at school, meet the requirements of personal 
hygiene.
3. Is considerate about things, because he knows that to produce them, hu-
man labor has been used—a student acquires knowledge about differ-
ent materials and tools, knows how to use these sparingly in his work; 
keeps his study aids, clothes, footwear in good condition; understands 
the meaning of work, relations between work and profession. 
4. Uses nature economically—a student acquires knowledge on different 
materials and tools, knows how to use these sparingly.
5. Keeps things clean and in good order, takes care of his looks and health, 
wants to be healthy—keeps his study aids and workspace, clothes and 
footwear in good condition, does simpler chores, behaves nicely. 
6. Wants to be honest and fair, understands the meaning of ‘own’, ‘not 
one’s own’, and ‘common’—a students acquires the skill of thinking, 
making decisions, and working independently; learns to work alone and 
collectively, is responsible for himself and others.
7. Understands that the wishes and possibilities of people are different 
and acknowledges the right of other people to be different—a student 
learns to value his native place, the cultural traditions of Estonians and 
other nations.
8. Knows that no-one can be ridiculed, persecuted or taunted—a student 
acquires the habit of behaving according to esthetic norms and convic-
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tions; learns to be responsible for himself and others; learns to value the 
cultural traditions of other nations.
9. Values his family, class, and school, knows how to be a good compan-
ion—a student learns to value his native place, the cultural traditions 
of Estonians and other nations, learns to be responsible for himself and 
others. A student learns to plan his work alone and in a group, learns to 
take care of himself and behave nicely. 
10. Knows and respects his native place, homeland, country, the symbols 
of Estonian statehood and manners related to them; knows his national 
identity, regards his nation respectively—a student learns to value his 
native place, the cultural traditions of Estonians and other nations.
11. Wants to learn and is happy about learning and skills—a student is 
familiar with different materials (paper, textile, plastic, wood, metal), 
handle and maintain tools (scissors, knife, needle, awl, hammer), cor-
rectly use simpler tricks of work in working with materials, they should 
be able to plan and carry out different work, be able to work individu-
ally following the instructions, assesses his work from the esthetic and 
practical point of view, keep his teaching aids, work space, footwear 
and clothes in good condition, do simpler chores, set the table, behave 
nicely at the table, at home and outside. It was unanimously accepted 
that acquiring this competence supports everything listed in the study 
outcomes. 
12. Notices and appreciates beauty—through work a student learns to see 
beauty and also creates beauty; can assess his work from the esthetic 
and practical point of view.
13. Appreciates creativity, feels good about moving, and enjoys creative 
self-expression and activity—this subject advances student’s fantasy, 
creativity, the skills of planning and thinking, hand skills. The main 
priority is creative approach to an assignment, the development of stu-
dent’s hand skills.
14. Tries to settle disputes in an amicable way—learns to work alone and 
collectively, is responsible for himself and others.
15. Can observe purposefully, notice and describe similarities and differ-
ences; can compare objects and phenomena, group them on the basis 
of one or two qualities, read a simple scheme, table, diagram, map—a 
student learns to choose and properly use simpler methods of work in 
using different materials, understand oral and written instructions, if 
necessary, use technical drawings. 
16. Can circulate safely, prevent dangerous situations, call for help in dan-
gerous situations; knows who to turn to with his problem—acquires the 
skill to use simpler tools and use correct methods of work.
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17. Can start and use simpler computer programs—the principle objective 
of craft education is also developing technological-technical compe-
tence of students. Learns to understand oral and written instructions, if 
necessary, use technical drawings. 
18. Can work alone and collectively, in a pair and in a group; can listen 
to partner and appreciate him—an important objective is developing 
students’ independence. A student learns to plan his work alone and in a 
group; is able to work individually following simple instructions; learns 
to work alone and collectively, is responsible for himself and others.
19. Can draw up a daily routine and follow it, can divide his time between 
studying, hobbying, hose chores and resting—an important objective 
is developing students’ independence. Students’ fantasy, creativity, the 
skills of planning and thinking are developed; a student learns to plan 
his work, carry out assignments.
20. Can set himself to handle the study assignments, complete the study as-
signments in a meaningful way—a student learns to think, look for solu-
tions, experiment, analyze his knowledge and adjust skills; acquires the 
skill of thinking, making decisions, and working independently; learns 
to critically assess his work, plan work, carry out assignments, learns to 
work alone and collectively, is responsible for himself and others, work 
individually following simple instructions.
Summary
Finding the supportive qualities of craft education in developing general com-
petences proved to be diffi cult in 20 percent of the respondents. As expected, 
the distance learning students were better at linking the subject syllabus to the 
general part of the curriculum. While most of them are active teachers acquir-
ing a degree, it can be explained by their experience. In addition to the notes 
from the subject syllabus, teachers added a number of observations and ac-
tivities of their own, which supported general competences in craft education. 
However, 36 out of 108 teachers completed the assignment admitted that they 
had not familiarized themselves with the curriculum before completing the as-
signment and 21 teachers had not read the subject syllabus either, but they had 
given the lessons based on so called ‘general knowledge’ which can be worded 
as ‘in the handicraft lessons in primary school folding, gluing and constructing 
are the main activities’.
The students of full-time study based their activities more on the specifi c 
documents. Therefore it became obvious that if the subject syllabus did not 
specifi cally state the objectives and approaches nor there was enough experi-
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ence and personal vision of it, fi nding the relevant supportive references in the 
subject syllabus was not easy. 
As stated in different works, the following general competences were not sup-
ported by craft education:
1. Ha a positive attitude about himself;
2. Is polite, keeps promises;
3. Is careful with things, because he knows that human labor has been 
used to make them;
4. wants to be honest and fair, understands the meaning of ‘own’, ‘not 
one’s own’, and ‘common’,
5. understands that the wishes and possibilities of people are different and 
acknowledges the right of other people to be different;
6. knows that no-one can be ridiculed, persecuted or taunted;
7. values his family, class, and school, knows how to be a good compan-
ion;
8. tries to settle disputes in an amicable way;
9. can circulate safely, prevent dangerous situations, call for help in dan-
gerous situations; knows who to turn to with his problem;
10. can start and use simpler computer programs;
11. can set himself to handle the study assignments, complete the study as-
signments in a meaningful way.
Answering the fi rst and the tenth competence marked in the list caused the 
most problems. The other competences were marked only once. The assign-
ment was regarded as important and explicative. It was noted that such an 
analysis teaches to observe craft education as a subject that has a wide-scope 
developing effect.
Conclusions
As the result of the given assignment, the following conclusions can be 
drawn:
1. Such an assignment within the course of didactics proved to be effec-
tive.
2. In both, teacher training and continuous learning, there is an inevitable 
need for explaining the meaning of ‘competence’.
3. The ‘curriculum-type’ of curriculum is still uncustomary to teachers 
and its principles still need to be explained in both teacher training and 
continuous learning of teachers.
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4. Teachers fi nd the freedom to plan their work diffi cult and uncustom-
ary.
5. The further work with the curriculum of general education schools 
should pay more attention to the relations between the curriculum and 
subject syllabuses.
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